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Research indicates that children of all ages are experiencing more stress, anxiety 
and depression for a variety of reasons. Schools and educators are looking for 
solutions to help children overcome these negative states and transition into more 
positive states.  
Mindfulness is one area that looks promising in helping children develop higher 
levels of well-being and in developing positive dispositions. Preschool children enter 
schools with a variety of dispositions, both positive and negative, and teachers 
would like to further develop the more positive dispositions and encourage the 
development of other well-being dispositions. Mindfulness could be a way to tap into 
this area and help preschool children to learn and thrive.  
There are limited research studies in preschools on whether or not mindfulness is 
beneficial, what practices are suitable for young children and what children perceive 
mindfulness to be.  
The purpose of this study was to examine parent’s, teachers’ and children’s 
perspectives of mindfulness and to explore whether well-being dispositions, 
including being attentive, focussed, showing prosocial behaviours and being 
emotionally and socially regulated can benefit from this practice.  
A mixed methods approach, integrated with the Mosaic approach, took place in 
seven Hong Kong preschools. The study used a variety of data including surveys, 
interviews, children’s drawings, scribed words and classroom assessments. A six-
week, preschool classroom intervention brought mindfulness to life with a variety of 
practices for young children including breathwork, movement, awareness, and 
kindness practices.  
Teachers and parents observed increased well-being dispositions including 
prosocial behaviours such as being kind and caring, feelings of increased calmness 
and more focus in the children. Children incorporated mindfulness themes in their 
drawings, including attention to breath, listening, calmness and relaxation. Children 
also placed themes related to kindness in their drawings, including giving, helping 
others, love and sharing. Self-regulation data was less convincing as the 
triangulated data showed a mix of outcomes. 
This study contributes to the larger conversation on how mindfulness might aid in 
the development of preschool children’s well-being dispositions, and on how 
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Chapter 1: Introduction 
 
1.1 Overview 
An increasing number of children are experiencing stress, anxiety, depression and 
other mental health conditions. Research discovered that rates of depression, 
anxiety and other mental health issues increased consistently in students in recent 
decades (Twenge et al., 2010). Researchers found this increase was due to varied 
reasons, including the drive for higher academic outcomes (Herman et al., 2009) 
higher test anxiety (Segool et al., 2013), overscheduling and lack of playtime (Grey, 
2011). They found that the use of digital technology may also hinder a child’s self-
image (Twenge and Campbell, 2018).  
 
Statistics paint a picture of increasing childhood issues worldwide. The Anxiety and 
Depression Association of America (ADAA) claims that 25.1% of children ages 13-
18 have anxiety disorders (ADAA, n.d.). Alongside this, the United Kingdom (UK) 
government declared a mental health crisis in the country indicating that a third of 
families grapple with these issues (Mindfulness All-Party Parliamentary Group 
(MAPPG), 2015). Furthermore, the Young Minds (n.d.) 2018 annual report identified 
that mental health issues among young people doubled in the last 25 years among 
5 to 16-year-olds. There are many other reports about this problem, such as a 
longitudinal analysis by Twenge et al. (2010), stating that since 1938 anxiety has 
increased over six-times in young people. 
 
As a result, educators are searching for solutions to help students overcome these 
problems and to develop a greater sense of well-being (Van de Weijer-Bergsma et 
al., 2012). Approaches used to solve these issues include pharmaceutical remedies, 
such as the use of anti-anxiety drugs or other less invasive tools like cognitive 
behaviour therapy. These alternative approaches may be beneficial and required for 
certain individual students. However, when educators think of how to improve the 
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well-being of all schoolchildren, by reducing stress and anxiety, the search for more 
suitable, universal solutions in critical. Consequently, there is a plethora of social-
emotional learning (SEL) and positive psychology interventions currently 
implemented in schools with varying success (Kyriacou, 2012; Watson et al., 2012).  
 
Among these well-being approaches, one area that has shown great promise in 
helping students is mindfulness. Mindfulness is thought to be ‘wellness-oriented’ 
and is an expected human aptitude (Albrecht and Veall, 2014).  In fact, mindfulness, 
a Buddhist construct, is now widely known in Western culture, and it is growing in 
recognition across many sectors of society including health, business, education 
and government. Kabat-Zinn, known as the father of Western mindfulness, and 
others, have a large body of research with clinical patients showing beneficial 
results (Kabat-Zinn, 1990; 2003; Segal and Walsh, 2016). On the other hand, one 
article claims the recent increase in admiration around mindfulness has led to 
‘McMindfulness syndrome’, of diluting the root philosophy of mindfulness in favour 
of commercialism and popularity (Hyland, Lee and Mills, 2015 p.219). In agreement, 
Van Dam et al. (2017), stated that there is a lack of robustness and exaggerated 
claims permeating mindfulness research. 
 
Nonetheless, mindfulness research in clinical settings with adults and older youth is 
multiplying, with more attention focussed on the research design. Mindfulness 
research in education is also developing at a rapid pace with a growing array of 
promising studies and meta-analyses (Burke, 2010; Meiklejohn, Phillips and 
Freedman, 2012; Weare, 2013; Black, 2016; Schonert-Reichl and Roeser, 2016; 
Maynard et al., 2017). However, in the overall mindfulness literature, a gap remains 
as there are minimal studies with young children of preschool age. 
 
It is vital to fill this gap in the research as early childhood education (ECE) sets the 
stage for all future learning and is an essential time in a child’s development. 
Children enter preschool with certain dispositions, and teachers would like to 
constructively enhance these dispositions, such as kindness, attentiveness and care 
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for others, and develop other dispositions, particularly those related to well-being.  
Dispositions linked to prosocial behaviours, social competence, the ability to self-
regulate and focus are vital for a preschooler’s overall development and growth 
(Katz and McClellan,1997). Moreover, the development of emotional regulation in 
preschool is shown to be beneficial throughout a child’s schooling (Blair and 
Diamond, 2008). A clearer understanding of how particular aspects of mindfulness 
may contribute to student well-being (Ager, Albrecht and Cohen, 2015; Albrecht, 
2016) may help further understanding of how students can thrive.  Investigating 
whether a mindfulness curriculum can facilitate young children to develop positive 
dispositions that support well-being, is a pertinent question due to the positive 
benefits mindfulness is reported to have with older students. 
 
A disposition according to Katz (1993, p.16), is a ‘pattern of behavior exhibited 
frequently and in the absence of coercion and constituting a habit of mind under 
some conscious and voluntary control, and that is intentional and oriented to broad 
goals’. Children’s dispositions are attained, reinforced, or lessened depending on 
the learning environment and interactions with others, including teachers, parents, 
and peers (Bertram and Pascal, 2002). Therefore, if educators want students to 
become balanced adults and lifelong learners, practices that bolster positive 
dispositions could be beneficial if in place from an early, preschool age (Bertram 
and Pascal, 2002). Research is needed to explore how preschoolers might cultivate 
well-being dispositions through mindfulness in a preschool setting. 
 
The research presented in this thesis will fill in these gaps through a six-week 
intervention in a group of preschools to determine what parents’ and teachers’ 
perceptions of mindfulness are and how the intervention may facilitate the 
development of well-being dispositions in preschoolers. I will also explore the 





Hong Kong, the context for this study, makes an interesting setting due to the 
reported low levels of well-being in students and the emphasis on academic 
success. Of late, Hong Kong suffers from increased rates of depression in students 
(UNICEF, 2014; Yip 2016). Hong Kong is also experiencing a period of a marked 
increase in the number of student suicides (Cheung and Chui, 2018; Lok-Kei, 2018). 
From this, researchers can deduce that levels of social-emotional well-being in the 
student population are of great concern and finding a solution to help students with 
their mental health is essential. 
 
1.2 What is Well-being? 
Although the term well-being and the concept of positive psychology are becoming 
more popular, there is no clear agreement on how well-being is defined.  Even the 
word well-being is a blurred concept in the literature with Mackey (2000) stating that 
the use of the terms wellness and well-being in research are interchangeable. 
A variety of definitions abound, for instance, Dodge et al. (2012, p.230) indicated 
that ‘stable well-being is when individuals have the psychological, social and 
physical resources they need to meet a particular psychological, social and/or 
physical challenge. When individuals have more challenges than resources, the 
see-saw dips, along with their well-being, and vice-versa’ while Shin and Johnson 
(1978, p.478) stated that well-being is ‘a global assessment of a person’s quality of 
life per his own chosen criteria’. While these definitions do not contradict each other, 
they emphasise different aspects. This lack of clarity is why I have chosen the 
broader definition from Statham and Chase (2010, p.2), as defined below, as the 
preferred definitional approach for this study: 
‘There is some emerging consensus that 
childhood well-being is multi-dimensional, should 
include dimensions of physical, emotional and 
social well-being; should focus on the immediate 
lives of children but also consider their future lives; 





This definition was chosen as it encompasses the different facets of childhood 
development and learning and includes both the present and futures of young 
children. I feel this is important, as the present moment is just as crucial as the 
potential future of children. 
 
1.3 What is Mindfulness?  
Despite the growing body of research and popularity, there is still no clear definition 
of what mindfulness is. Mindfulness is highly problematic to conceptualise within 
both the educational and psychological literature due to arguments between 
religious users and scientific researchers on what practices, processes and 
concepts it includes (Krägeloh, 2013). Germer, Siegel and Fulton (2005) discuss the 
idea that mindfulness can be denoted as a process, a practice, or an awareness 
while Davis and Kurzban (2012) stated that it is a method, a process, a perspective 
or an experience. 
 
Harrington and Pickles (2009, p.335) sum up this ‘confused concept’ of mindfulness 
stating: 
 
‘… mindfulness is characterized by difficulties of 
definitions and inherent contradictions.  We are told 
mindfulness is a state – a set of attention skills, and a 
group of attitudes.  We are informed that mindfulness is 
fundamentally a non-judgmental stance, but at the same 
time one that involves making judgments.’. 
 
Many mindfulness definitions are alike, many use similar words or simply expand on 
common definitions more widely. Kabat-Zinn (1994, p.4), stated mindfulness ‘means 
paying attention in a particular way; on purpose, in the present moment, and non-
judgmentally’. Mindfulness, according to Bishop et al. (2004), means one self-
regulates attention and assumes an accepting and open-minded outlook. Other 
researchers have included more aspects of mindfulness in their definitions, for 
example, Albrecht, Albrecht and Cohen (2012), mention that examples of 
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mindfulness are the moments of acceptance, observation and participation, with a 
position of balance or ‘loving-kindness’ that one encounters throughout a day. 
Those with a differing view of mindfulness include Langer (1992, p.289), who 
defined it as ‘a state of conscious awareness in which the individual is implicitly 
aware of the context and content of information. It is a state of openness to novelty 
in which the individual actively constructs categories and distinctions’. In other 
words, Langer (1992) believes that people are either mindful or mindless in the 
present moment, meaning mindfulness is a cognitive construction. These 
definitions, although similar, also differ in some important ways that could potentially 
be cause for confusion.  
A crucial point of confusion is understanding the difference between the words 
mindfulness and meditation. I believe mindfulness can be practised anytime, 
anywhere, and at any moment of the day, by focussing on something such as the 
breath or a sound. Meditation, on the other hand, is something which might 
encourage our mindfulness to expand and is a specific form of contemplating that 
one might choose to take part in at a specific time such as in a walking or sitting 
meditation. 
The Association for Mindfulness in Education (n.d.) stated ‘...paying attention here 
and now with kindness and curiosity. Mindfulness reconnects students to their five 
senses, bringing them into a moment to moment awareness of themselves and their 
surroundings’. I chose this definition for this study as it fits well with our exploration 
into early childhood. In addition, this definition mentions the sensory aspect of 
learning which is vital for young children to learn and develop (Ayres and Robbins 
2005; Hensch, 2005). In fact, the NHS Dumfries and Galloway (2016, p.7) indicate 
that ‘sensory development is fundamental to a child’s health and well-being’. This 
definition encompasses aspects of exploring the self and the environment and fits 







1.31 Benefits of Mindfulness in Schools 
Mindfulness research in educational contexts shows a range of benefits associated 
with both well-being and academic outcomes (Flook et al., 2010; Weare, 2013; Van 
de Weijer-Bergsma, 2012; Maynard et al., 2017), resulting in many educators 
becoming interested in this topic. Some of the benefits discovered include students 
being able to connect with the learning environment (Campion and Rocco, 2009), 
greater executive functioning (EF) (Flook et al., 2010) lower stress, anxiety and 
depression (Kuyken et al., 2013; Bluth et al., 2015) and increased focus and 
attention (Napoli, Krech and Holley, 2005). Furthermore, researchers note that 
students who practise mindfulness are more relaxed and calmer (Wall, 2005), and 
experience positive improvements in their psychological health (Schonert-Reichel 
and Lawlor, 2010). Others, such as Lutz et al. (2008), have found that mindfulness 
training allows for higher levels of emotional regulation and better attention spans 
due to the capacity to retain engagement of the self-regulatory neural circuits.  I 
explore these benefits in further detail in Chapter 2.  
 
1.4 Rationale and Significance  
Educators worldwide have debated best practices for centuries. How can children 
learn best? What strategies work best?  Despite the growing base of literature, 
researchers have not yet adequately explained how mindfulness can help children 
to thrive and develop more fully (Flook et al., 2010).  Researchers such as Zenner, 
Herrnleben-Kurtz and Walach (2014) conducted meta-analyses on the evaluation of 
mindfulness interventions in school settings, finding that there are many different 
types of outcomes and varied programmes, therefore, determining which 
mindfulness programmes are most effective is a difficult task. Additionally, the fact 
that many studies are of an experimental or preliminary nature also clouds the 
conclusiveness of the research findings (Khoury et al., 2013). Due to this lack of 
clarity and robustness in the literature, there is a need for more school-based 
mindfulness studies. In particular, intensifying the currently minimal research 




There is great promise regarding the benefits of mindfulness in many different 
environments discussed in the literature (Weare, 2013; Black, 2016; Zenner, 
Herrnleben-Kurz, and Walach, 2014; Maynard et al., 2017), so scholars are right to 
delve in deeper and see how these practices might help the mental health of 
schoolchildren. This study will contribute to the overall body of literature on 
mindfulness and well-being as well as help provide a more comprehensive study 
into preschool mindfulness education. Early childhood proponents, including myself, 
will argue that all learning starts with the child.  Children come to preschool with a 
range of developing dispositions, and it is the educators’ task to develop these 
further, with a particular focus on well-being. Researchers might benefit from 
examining how natural dispositions that children have can develop, and how the 
disposition of mindfulness itself might be cultivated in preschool classrooms through 
a mindfulness curriculum. I will also explore what types of mindfulness practices 
may be most appropriate for preschool children. 
 
In Hong Kong, there are many concerns about student well-being and little research 
about mindfulness in schools, so this study may provide information to fill this gap in 
the literature. The findings from the current thesis may able to be applied to the 
broader context of Hong Kong preschools and also to preschools around the world. 
The goal is to further explore strategies to help students develop mental well-being, 
underpinned by mindfulness, which will hopefully support the development of 
positive childhood dispositions. 
 
1.5 Conceptual Framework 
1.51 Constructivist Epistemology  
The conceptual framework for this research study assumes a constructivist 
approach. Vygotsky, a Russian developmental psychologist, is an important figure 
in ECE, although his work crosses many age ranges. Vygotsky's (1978) link to 
constructivism relates to theories he developed regarding thought, language, and 
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how they apply in society.  Vygotsky’s stance was that children progressively 
internalise social and external events, as well as communication, alongside others 
who might be more competent. Vygotsky (1978) identified the ‘zone of proximal 
development’ (ZPD). This ‘zone’ represents the space where children, through 
social interactions with more competent others, co-construct knowledge and 
experience cognitive development. 
Vygotsky’s theories regarding the facilitation of children’s emotional learning relate 
to this study. From these theories, researchers can imply that children would learn 
about developing their emotional skills from role models, be they children or adults. 
This fact is a significant aspect in the delivery of mindfulness in schools and would 
be of high importance when creating programmes and thinking about what moment 
to moment mindfulness looks like during the day. Also, Bodrova and Leong (2005 p. 
32) whose work follows and is linked to self-regulation in children, indicate that ‘self-
regulation is a deep, internal mechanism that underlies mindful, intentional and 
thoughtful behaviors of children. It is the capacity to control one’s impulses both to 
stop doing something (even if one wants to continue doing it) and to start doing 
something (even if one doesn’t want to do it)’. Woolfolk (2013) believes that 
constructivism places the student’s efforts to understand, at the core of their 
educational journey. Therefore, educators might think of the points of reflection 
available to children in their emotional development and researchers may wish to 
investigate this further. 
 
1.52 Systems Theory 
Most well-being theories include ideas linked with systems theory and this is thought 
to be beneficial insofar as it helps us to frame problems, to understand the bigger 
pictures and helps us to analyse how people might interact from different 
perspectives (Albrecht and Veall, 2014; Albrecht, 2016). Also, systems theory 
encourages a flexible approach to examining multifaceted ideas, for instance, the 
interaction of the many aspects concerning the implementation of a mindfulness 
programme in a school (Albrecht and Veall, 2014), such as the one in this study.  
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Bronfenbrenner holds one such systems theory, named the ecological systems 
theory, linked with the environment. The layers of the environment he introduces are 
the microsystem, mesosystem, exosystem, macrosystem and chronosystem 
(Bronfenbrenner,1994). Each of these layers works with others to create 
circumstances and opportunities or threats to a child’s development.  More 
discussion follows in Chapter 2. 
 
1.53 Mosaic Approach 
The Mosaic approach is a way to construct an understanding including the young 
child’s perspective in research (Clark, 2005; 2017). The approach involves three 
stages, children and adults gathering documentation, reflection and finally, 




1.6 Research Overview 
This thesis explores how mindfulness may influence preschool children’s well-being 
in a Hong Kong preschool context. It seeks to interject new knowledge through its 
exploration of aspects of students’ social-emotional well-being (SEW) and 
development of relevant dispositions after a mindfulness-based curriculum 
intervention. 
 
Hong Kong is a small island belonging to China, that was under British rule for 99 
years until 1997. In the current one country, two systems backdrop, Hong Kong 
functions separately regarding educational management, regulations and 
guidelines. The preschools in this research project are all under the regulation of the 
Education Department and are typical of Hong Kong ‘international’ style 





1.61 Research Questions 
The questions I investigated were: 
1- How does mindfulness facilitate the development of children’s well-being 
dispositions in a Hong Kong international preschool context?  
2- What are the perceptions of teachers and parents in a Hong Kong international 
preschool context relating to mindfulness and its influences on children’s well-being 
dispositions?  
3- How do preschool students in a Hong Kong international preschool context 
perceive the ideas of mindfulness and kindness? 
 
1.62 Overview of Research Design 
This study uses mixed methods. I selected this approach because, while a positivist 
epistemology supports many school-based mindfulness interventions, I believe 
many questions are left unanswered and a more interpretive, qualitative approach is 
needed to triangulate and further understand any quantitative results. As a former 
teacher, I often had used more positivist approaches in schools for assessment and 
other types of documentation and felt they often missed the whole picture of the 
child. Thus, I felt it is important to be able to benefit from the measurable information 
one can glean from quantitative tools, yet to be able to go in deeper and explore 
further meaning through a constructivist approach. I believe this pragmatic mixing of 
paradigms allows for a complete picture to emerge in a complex environment, like a 
preschool.  Hargreaves (2007), stated that a common criticism of research in 
education is that researchers, rather than people working in the field conduct it. As a 
result, it does not produce solutions that can develop into effective practices within 
classroom settings. My hope is that this research will be pragmatic and conclude 
with helpful reflections that will enable children in Hong Kong to thrive and flourish.  
 
A two-phase sequential mixed method design frames this research. A mixed 
method (Leech and Onwuegbuzie, 2002) methodology allows for quantitative and 
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qualitative data to be gathered and analysed from different perspectives to draw 
firmer conclusions and to triangulate findings. In this case, quantitative data are 
analysed then compared with the qualitative data and work together to explain the 
results. In other words, the quantitative data will indicate the wider, broader issues 
and the qualitative data will give a deeper understanding to why those issues might 
occur and delve into the stories around those issues and ideas. This allows for 
greater breadth and depth in the research. 
 
I chose to include parents’ and teachers’ views in this study for several reasons; one 
is to provide an investigation into the whole context that included those closest to 
the child both at home and at school, offering several perspectives and richer data 
about the whole child and a link to Bronfenbrenner’s ecological systems theory. 
Parents viewpoints are essential in the early years as they are the child’s first 
teachers while school teachers’ and other educators are also critical to the well-
being growth and development of young children. I include both stakeholders’ 
voices to determine if their viewpoints align, but also to see and learn more about 
how both perceive mindfulness in the development of a child’s dispositions and how 
this might influence childhood well-being. 
 
Children’s viewpoints are often missing in educational and mindfulness research 
(Ager, Albrecht and Cohen, 2015), but I feel it is vital to include these, especially for 
our youngest students who often do not have the opportunity to share their ideas 
and opinions. I use an analysis of children’s drawings from their classroom journals 
and an adapted version of the Mosaic approach to understand the child’s viewpoint 
in this intervention and combine these with the perceptions and observations from 
parents and teachers. 
 
I explored the influences of a six-week mindfulness curriculum intervention for 
preschoolers in Hong Kong and measured what, if any, influences mindfulness 
produced on children’s well-being dispositions. The MindBE curriculum design is a 
bespoke curriculum for the group of schools in this study. The implementation of the 
26 
 
MindBE curriculum in this study uses research-based strategies suggested by 
Zelazo and Lyons (2012, p.157) such as ‘noticing one’s moment-to-moment 
experiences, monitoring attention, redirecting attention when it has wandered, and 
non-reactively observing one’s thoughts and feelings’ which is the reflexive process 
of learning about emotions to help develop children’s positive dispositions. 
Additionally, the curriculum incorporated research from Burke (2010), indicating that 
activities adults use in mindfulness, such as breathwork is recommended to be 
much shorter due to children’s imperfect self-regulation skills. Chapter 3 contains 
details about the curriculum and the intervention. 
 
 
1.63 Role of the Researcher 
I have worked occasionally with this group of schools and others in their network for 
the past five years. My role is to help change and develop the curriculum into a 
more play-based, child-centred one, using small specific steps including teacher 
and parent training programmes, curriculum design and programme development, 
lesson observations and staff development, as appropriate. As I am an ‘insider’ in 
these local preschools, I can work closely with this group of children, educators and 
parents. I made every effort to remain impartial and show reflexivity during this study 
and examine the data from numerous angles, forming a triangulated conclusion. 
Cohen and Crabtree (2006) describe reflexivity in research projects as 
encompassing three ideas: a) including multiple researchers, b) keeping a research 
journal and c) noting your perspective in any publications or reports. Using these 
ideas helped me to be consciously aware throughout the research of my possible 
biases and preconceptions. I kept a detailed research journal, which is one idea 
suggested by Lincoln and Guba (1985), to ensuring reflexivity, where I reflected and 
noted my observations and thought about how I might present bias in different 
instances. This journal, where I recorded my decisions, thoughts, reasoning and 
reflections clarified my own reactions and expectations as the research took place 
and adjusting where need be. Next, although I was the only researcher in this 
project, another way of bringing reflexivity was to obtain the perspectives of others 
over the course of the study, which I did by reaching out to other researchers, 
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educators, authors and my supervisors throughout the research process. Finally, my 
intention in writing this thesis is to clearly describe any preconceptions I hold 
throughout the study and to also do so in future publications. This is discussed 
further in chapter 3. 
 
 
1.7 The Organisation of the Dissertation 
Chapter 2 is the literature review which initially considers a brief background of 
mindfulness. I review Bronfenbrenner’s ecological systems theory, before 
investigating the Hong Kong schooling context, to give readers an insight into the 
culture and background. Next, I explore the research about ECE, well-being, social-
emotional learning (SEL) and positive psychology. Next, I examine the current 
research in schools related to mindfulness interventions studying preschool, primary 
and secondary students and then discuss the merits and limitations of these 
programmes. Finally, I discuss and critique developmentally appropriate practice 
(DAP) and how mindfulness might be taught in early years’ settings. 
 
Chapter 3 covers the methodology of this research and describes the 
methodological and philosophical assumptions behind this thesis. I describe and 
analyse the design used and its strengths and weaknesses. I examine the data 
collection methods employed in this study in detail, along with their limitations. 
Lastly, I provide an explanation and critique of the methods and tools applied in the 
analysis of the data.  
Chapter 4 is the findings chapter and discusses data, results and analysis 
associated with the research questions. I discuss both quantitative and qualitative 
data, presented from three parties, parents, teachers and children. I present the 
collection and interpretation of these findings before I triangulate and synthesise the 
findings. 
Chapter 5 offers my discussion, significant findings, conclusions and 
recommendations referencing the literature review and the methodology of this 
study. I include a review of the possible issues of this study. Next, I examine the 
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research conclusions and review the contribution this thesis has made to the field. 






Chapter 2: Literature Review 
 
2.1 Introduction  
Research into the subject of mindfulness consists of an exploration of the practices 
and their effectiveness in various contexts, how it can be measured accurately and 
how it links to both improving our general well-being and decreasing ailments such 
as stress, anxiety and depression (Baer, 2003). Examining the research is 
challenging because of the lack of clear definitions as to what mindfulness is and is 
not, the varied conditions in schools where interventions are happening and the 
disjointed research, due to competing definitions and criticisms owing to lack of 
robustness in the research. 
 
One area of mindfulness research that appears stronger is in clinical settings. 
Research in this area now generates thousands of studies and is a result of 
decades of growth (Creswell, 2017). These studies often examine the 
consequences of Mindfulness-Based Stress Reduction (MBSR), which is an 8-week 
intervention programme, Kabat-Zinn created for people with stress‐related disorders 
and persistent pain. Kabat-Zinn (1990) offered some explanation as to how 
mindfulness helps patients become present with their pain. Other clinical training 
programmes in the literature include Mindfulness-Based Cognitive Therapy (MBCT) 
developed into a similar 8-week course to use skills of attentional control to prevent 
setbacks in the process of recovery from depression (Segal et al., 2002). Research 
demonstrates that MBCT can improve mood, reduce stress and enhance 
attentiveness (Teasdale, Segal and Williams, 1995). Both these programmes 
require teachers of the programmes to have extensive personal practice along with 
professional training (Burke, 2010). 
Due to the widespread positive media coverage and some of the benefits shown in 
clinical settings, many educators became curious about using these practices with 
children, not only to help students suffering from specific issues but also to promote 
general well-being in schools. This enthusiasm resulted in studies that examined 
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both mindfulness-based interventions (MBI) with students with challenges, but also 
the introduction of universal programmes that hope to improve all children’s well-
being.  
I begin this chapter with an overview of the ecological systems theory which helps to 
frame the study and to analyse the different systems that influence a child’s well-
being. This is followed by an overview of the context, Hong Kong, and the stress 
that children are under in this locale. This section includes a discussion of the 
Confucian and Western educational beliefs, the ideals behind quality education and 
curriculum models in the area and some of the stressful experiences prevalent in 
Hong Kong preschools. Next, I look at ECE and discuss the development of 
childhood well-being dispositions and why they are vital to bringing in Vygotsky’s 
theories and his zone of proximal development (ZPD). I then explore well-being in 
schools, including social-emotional learning and positive psychology, and how well-
being links to mindfulness. Finally, I explore a brief summary of the general literature 
about mindfulness, and an overview of the research in clinical settings and schools, 
including the minimal research on mindfulness in preschools. 
 
2.2 Ecological Systems Theory 
Goodman and Kaiser-Greenland (2009) remind researchers and educators that a 
systems perspective is critical when discussing mindfulness with children. A child’s 
perspective is rooted in a family system. The family system is the relationship 
between a child and his or her parents or other relatives and can significantly 
influence the child’s experience not only at home but at school and in the world in 
general (Bronfenbrenner, 1994). 
 
A thorough understanding of family systems is important as the ‘benefits from 
mindfulness-based therapy is highly associated with the amount of parental 
involvement’ (Semple et al., 2006 in Goodland and Kaiser-Greenland, 2009 p.421). 
Besides, when researchers look at results in the area of SEW, they may benefit 
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from examining and considering what other outside forces are influencing the 
findings, as children’s lives are complex (Harnett and Dawe, 2012). 
 
Bronfenbrenner’s ecological systems theory includes six levels working in tandem: 
the individual, the microsystem, the mesosystem, the exosystem, the macrosystem 
and the chronosystem (Hayes, O’Toole and Halpenny, 2017). The child is at the 
centre of the system. The microsystem includes people who are close to the child 
such as parents, siblings, and teachers. This system has a powerful and direct 
effect on the child’s daily life. The mesosystem is the interaction of two 
microsystems such as the school and the family. In the early years, both home and 
preschool interactions are critical. The exosystem is the link between those a bit 
further away from the child but who still influence the child, for example, the 
preschool owners or directors, a parents’ workplace or a cleaning company at the 
school. The macrosystem focuses on a cultural level, and although removed from 
the child directly, it is part of the sociocultural beliefs and values of early childhood 
in each context. Finally, the chronosystem is linked to time and how time influences 
each of the other systems. Later, Bronfenbrenner added layers he called proximal 
processes to explain the interrelationships between people, process, context and 
time (Hayes, O’Toole and Halpenny, 2017). Figure 1 displays a visual 
representation of the model. 
 
The chronosystem links directly with the language used in mindfulness about 
present moment awareness: 
Focusing on the present moment allows 
development of meaningful engagement and 
extended learning, the present moment, micro 
time within Bronfenbrenner’s chronosystem, is 
that moment to moment connection where 
sustained shared thinking can occur -where the 
adult sets the scene for children’s engagement 
with the world. (Hayes, O’Toole and Halpenny, 




On the other hand, there are critics of the theory who state that it is too complex to 
work in real environments (Taylor, 2016). As the theory alludes to the fact that all 
the layers need to be taken into consideration, even instances that may seem trivial 
or unimportant are to be included as a piece of the multifaceted system (Watts, 
Cockcroft and Duncan, 2009). Taylor (2016) also states it is challenging for 
educators or other adults working with the data to find a hierarchy or knowledge of 
how to weigh the different information, for example, would the relationships in the 
microsystem have a stronger influence than those is the mesosystem or vice-versa?  
 
Figure 1- Bronfenbrenner’s Ecological Systems Theory Model 
 
 
Microsystem is the 
immediate environment- 
e.g. family, preschool, 
friends, teacher 
 
Mesosystem is the 
connections between the 
immediate environments -
e.g. parents talking to the 
school 
 
Exosystem is the external 
environments that 
indirectly affect the child -
e.g. a parents’ workplace 
in which the parent feels 
stressed 
 
Macrosystem is the wider 
cultural context -e.g. the 
culture and the 
expectations of that 
culture 
 
Chronosystem is about 
time, such as the moment 
to moment connection 
where sustained shared 
thinking can occur. 
 
Model Adapted from Hayes, O’Toole and Halpenny (2017) 
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2.3 Hong Kong Context 
As mentioned in Chapter 1, Hong Kong students currently experience low levels of 
well-being and highly competitive academic environments (UNICEF, 2014). 
Moreover, the increasing number of suicides in Hong Kong, particularly of students, 
is a growing concern (Sun, Hui, and Watkins, 2006; Zhang, 2018). Therefore, I 
propose that educators would benefit from developing skills to manage these 
obstacles and create a better sense of well-being in Hong Kong’s children from a 
young age and that more research is needed to discover the best way to do so. This 
study intends to help fill this gap in the literature. 
 
2.31 Hong Kong’s ECE Sector 
Hong Kong parents prioritise their child’s education as a significant concern, as 
evidenced by the fact that nearly all young children join some form of schooling after 
they turn 2 or 3-years-old (Rao and Li, 2009). The law in Hong Kong stated that 
children are required to attend formal schooling from 5.8 years of age; however, 
nearly 95% of 3 to 6-year-old children attend preschool (Rao and Li, 2009). In fact, 
young children, some as young as 6-months-old, are offered tuition for math 
classes, language and science after their regular school day and on weekends 
(Wong and Rao, 2015).  
 
Curriculum Development Council (CDC), (CDC, 2006), created the Guide to the 
Pre-primary Curriculum and advised all kindergartens to follow its guidelines which 
indicated that pre-primary education is intended to nurture children’s holistic 
development. However, the guide also mentions that kindergarten is meant to 
prepare children for formal schooling, which in some instances may be confusing for 
educators who have little training (Rao and Li, 2009). Further guidance from the 
Hong Kong Education Department included the Performance Indicators for 
Kindergartens (Education Department, 2001), which listed the features of high-
quality centres and urged preschools to conform to these. Also issued was a list of 
do’s and don’ts for Kindergartens (Education Department, 1999), outlining what 
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appropriate and inappropriate curriculum content and teaching methods were 
thought to include. 
 
2.32 A Cultural Overview of Hong Kong’s Schooling  
To examine high-quality ECE in Hong Kong, an awareness of the culture is 
important (Rao and Li, 2009). Additionally, the National Research Council and 
Institute of Medicine (2001) finds that all features of human development are 
shaped by culture, including the beliefs and practices around childrearing. Through 
watching, observing and taking part in life, a child absorbs the culture from what 
they encounter each day (Head Start Resource Center, 2008). Moreover, Rogoff 
(2003) stated that once children enter preschool, they are well-informed about their 
family’s cultural norms in everyday life, while others (Tobin, Wu and Davidson,1989) 
stated that for children, preschools are the primary places for the continuation and 
transmission of culture. Indeed, the way adults plan lessons, interact with children 
and manage their classrooms and their students’ emotional growth are all rooted in 
their beliefs and cultures (Head Start Resource Center, 2008). However, Chavajay 
and Rogoff (1999) find that the understanding of culture exists on different levels, and 
culture alone cannot illuminate the entirety of a person’s or a group’s behaviours, 
actions and outlooks. When researchers take into consideration culture surrounding 
Hong Kong’s preschools, the mix of ideas that have formed, from years of British rule 
to the Confucian culture, and norms that permeate society are important 
considerations. Ecological systems theory is also important to consider here, in that 
there are many influences on a child’s life and well-being, ranging from the 
macrosystem to the microsystem. 
 
2.33 Confucian Beliefs and Western Influences 
Chinese parents place a high value on education and the integration of Confucian 
beliefs in Chinese students (Watkins and Biggs, 2001). This value is evident in the 
Hong Kong education system. These Confucian beliefs, such as academic focus 
and diligence in academic work (Watkins and Biggs, 2001), have led to Hong Kong 
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preschools having a strong emphasis on structured lessons, bookwork, significant 
levels of respect for teachers and an undue emphasis on performance in exams 
(Lee, 1996). Also, the Confucian system has a unique view on failure, that it is a 
lack of effort, not ability, that causes failure, and the only remedy is believed to be 
more resolve (Chao, 1994). This assumption makes schooling even more vital in the 
eyes of parents. 
 
Although parents would like their child to be happier, researchers have noted that 
they are not willing to lower their standards of academic schooling, to achieve this 
obsession with grades and achievement, even in preschool, and may pressure 
teachers to teach in more formal ways (Chan and Chan, 2003; Yuen and 
Grieshaber, 2009; Fung and Lam, 2012). Another point is how Chinese parents see 
emotion. Bond (1993) states that the Chinese view on emotions, is the expectation 
that they are less intense and less public than Western emotional outlooks. This 
outlook may seem surprising due to the influences from Hong Kong’s British rule; 
however, despite the integration of many Western aspects of schooling into the 
education system, the values of academic achievement are rooted in Chinese 
culture (Hue, 2007).  
 
Although ECE reforms have tried to bring in Western training and assumptions of 
DAP, it has not worked well due to the deeply rooted Confucian beliefs of parents 
and some school leaders (Pearson and Rao, 2006). The deep beliefs ingrained in 
Hong Kong society that children learn while they are young about concepts such as 
self-discipline, good behaviour and obedience, leave Hong Kong kindergartens in a 
state of flux between Confucian and Western practices (Pearson and Rao, 2006; 
Yuen and Grieshaber (2009). 
In fact, Hong Kong has an extremely competitive educational setting, with a focus 
on exam results and high performance (Watkins and Biggs, 2001). Demand for 
kindergarten places has led to the common practice of entrance examinations in 
most preschools (Rao and Li, 2009) with children who are not the top academic 
performers- in terms of naming letters, counting or making a puzzle, receiving polite 
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rejection letters from preschools. Moreover, researchers (Chan and Chan, 2003; 
Pearson and Rao, 2006), found that most people in Hong Kong believed that it was 
the responsibility of kindergartens and childcare centres to lay the groundwork for 
primary schooling, increasing its importance. Consequently, government officials 
discovered that kindergartens and preschools concentrated mainly on conventional 
scholastic outcomes and employed inappropriate instructional approaches with 
young children (Chan and Chan, 2003).   
Within Hong Kong preschools, there are still schools asking students as young as 3-
years-old to copy Chinese characters during the school day (Li and Rao, 2000), 
however, with ECE teacher training this practice is becoming less common (Rao 
and Li, 2009) and Rao et al. (2003) pointing out that that government guidance 
states 3 year olds should not write. In Western education settings, most teachers 
would oppose this approach; however, the researcher’s consideration of the cultural 
assumptions linked with DAP is important.  Even today many traditional Hong Kong 
parents maintain their perception of preschools as training for primary education 
(Ho, 2008), and in fact, the government bodies have named this ‘pre-primary 
education’ while still asserting that preschool children can flourish with a balanced 
curriculum (Ng and Rao, 2005; Rao 2010).   
When preschools put more energy and weight towards academic learning, schools 
may overlook essential childhood dispositions and skills, especially those linked with 
social-emotional well-being. Alarmingly, Hatch (2002) found that children might lose 
the dispositions needed to learn, when teachers teach in a decontextualised manner 
instead of nurturing development through more meaningful activities. 
 
2.34 Curriculum Models and Quality Education in Hong Kong 
The holistic view of the child is essential when it comes to ECE and influences the 
kind of curriculum provision for many models. Despite several attempts by both the 
pre and post-colonial governments to bring in a more holistic ECE offering, Li and 
Rao (2000) indicated inadequate levels of teacher training have stifled efforts. 
However, standards for quality across cultures may not be relevant, and no one has 
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developed a single model of high-quality early years’ provision that everyone agrees 
is acceptable (Dahlberg and Moss, 2005). Quality education in ECE is under a long-
term dispute although there are many good quality evaluative scales; however, the 
issue is that scholars do not agree on what quality means in different cultures and 
contexts, and therefore it is impossible to reach a consensus on the qualities 
desired or determined for a universal framework of quality in ECE (Viruru, 2001; 
Penn, 2005; Chawla-Duggan, 2016). 
Differences in curriculum models reveal different views and beliefs around what 
people believe is critical for preschoolers to learn, and the beliefs adults have about 
how a child learns and moves forward in their learning (Goffin, 2000). The teachers’ 
role, the focus of the curriculum, the class organisation, and how children participate 
in the learning are all decided by these beliefs (Goffin and Wilson, 2001). For 
example, Friendly, Doherty and Beach (2007) conducted a study that looked at 
preschools in Sweden and South Korea and found national preschool curriculum 
models, and the notions of quality within them, differ due to cultural expectations 
linked to both the viewpoints of the child, parenting, and childcare beliefs. 
Quality education in Hong Kong has varied interpretations. Legislators lean more to 
a Western idea of high quality (Rao et al., 2003), as one can see from this 
statement: 
Quality kindergarten education should be aligned 
with primary and secondary education to foster in 
children a balanced development in the domains 
of ethics, intellect, physique, social skills and 
aesthetics, thus achieving the goal of whole-
person education. (Curriculum Development 
Council, (CDC), 2017, p.7) 
 
Researchers (Rao and Li, 2009;Rao 2010) stated that the Hong Kong government 
had improved the quality of early childhood provision over the last ten years with a 
variety of reforms and other steps. However, teachers, principals and directors differ 
in their attitudes and beliefs, and therefore there are many different types of 
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preschool curricula on the market. Although Hong Kong has attempted to reform its 
ECE offering several times, the curriculum still focusses on academic aptitudes, and 
classroom teachers regularly take a formal approach to lesson implementation 
(Wong and Rao, 2015). With conflicting messages and practices, Hong Kong 
preschools still focus on reaching excellent academic benchmarks; thus, it is 
debatable whether the current preschool system provides the children of Hong Kong 
with the opportunities for a stress-free, enjoyable and educational time before 
entering primary schools, although Yuen and Grieshaber (2009) found many 
parents say they want this for their child. All of these factors affect children’s social-
emotional well-being. Researchers discovered that there are possible adverse 
outcomes linked with decidedly academic, formal preschool classrooms 
(Schweinhart and Weikart, 1997; Marcon, 1999). I would argue that Hong Kong 
children need more resources to support these turbulent times, especially as they 
transition from preschool to primary schooling. 
 
2.35 The Transition from Preschool to Primary School 
The transition from preschool to primary school encompasses all the ecological 
systems, but particularly chronosystem and the mesosystem (Hayes, O’Toole and 
Halpenny, 2017). Chun (2003) demonstrated that one of the main complications 
regarding transitions from Hong Kong kindergartens to primary schools is the clear 
educational disjointedness with preschools not learning about the expectations of 
primary schools and primary schools not informing kindergartens of the process 
once the students enter grade 1. In fact, as soon as children start primary school, 
there is a clear academic direction (Rao et al., 2003). 
A preschools’ past acceptance records, to what are considered elite schools, is 
often a criterion when parents are choosing preschools (Rao and Li, 2009). Parents 
of children in preschools perceive this time as preparation for primary school and 
place a vast amount of pressure on preschools to provide academic preparation for 
children to learn more and learn earlier (Pearson and Rao, 2006). In fact, research 
into two ECE centres, undertaken by Ho (2008), found that even though the parents 
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interviewed would prefer an enjoyable, play-based preschool for their children, they 
felt concerned whether the ‘learning through play’ curriculum was sufficient 
preparation for primary school.  
There is tremendous pressure and competition for places at the top schools and 
that parents are taking their children to more interviews than ever before and due to 
the competitive nature of primary school admission, some ECE educators try to 
support their students by teaching a highly academic curriculum (Chan and Yeung, 
2013). In agreement, Ho (2008) found that preschools offer heavily structured 
learning without play opportunities. Chan and Chan (2003) noted that many 
preschools feel obliged to cater to parents’ wishes for academically focussed, 
teacher-centred learning that prepares students for primary schools.  
 
2.4 Early Childhood Education 
2.41 Developing Positive Dispositions 
Researchers know that to strengthen children’s well-being, educators work on the 
dispositions that connect with well-being (Katz,1993) is vital.  However, within the 
literature there are many ways in which dispositions are described; for instance, the 
Te Whäriki curriculum, from New Zealand, stated ‘knowledge, skills, and attitudes 
combine as dispositions, “habits of mind” or “patterns of learning”.’ (Ministry of 
Education, 1996, p.44). Ritchhart and Perkins, (2000 p.30), on the other hand, 
stated ‘the notions of dispositions address the gap between one’s abilities and one’s 
actions, between a temporary facilitative state and a consistently enabling trait’ 
which aligns well with the definition of mindfulness chosen for this study. Carr (2001, 
p.21), on the other hand, describes dispositions as ‘participation repertoires from 
which a learner recognises, selects, edits, responds to, resists, searches for and 
constructs learning opportunities’. These descriptions are all similar and focus on 
the patterns of behaviour young children develop and learn. Many of these 
definitions mentioned ‘habits of mind’, which link to attention and cognitive 
outcomes, and are also descriptions used to frame mindfulness. 
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It is vital to develop and value children’s well-being and note that educators perform 
an essential role in developing positive childhood dispositions. Children need more 
practice and opportunity to learn these well-being dispositions (Carr, 1995). This 
focus and opportunity in the classroom will create robust neural pathways that will 
then construct the cognitive and social capabilities that fortify a child’s well-being 
(National Scientific Council on the Developing Child, 2004). In effect, school 
environments are crucial to whether and how children develop specific dispositions. 
For example, Ros-Voseles and Fowler-Haughey (2007) advocate nurturing positive 
dispositions by creating environments that encourage them in schools, and Kirby 
and Lawson (2012) assert that dispositions are malleable and can be activated and 
heightened with external forces and exposure, such as through education. 
Bronfenbrenner stated there is a reciprocity in childhood dispositions with other 
systems, that is the way a child sees the world and therefore acts influences the 
way people or systems respond, influencing the development of dispositions 
(Hayes, O’Toole and Halpenny, 2017). 
Research with young children and dispositions explore areas such as children’s 
social competence, prosocial abilities, empathy and kindness (Carr 1995; Bertram 
and Pascal, 2002). Furthermore, Bertram and Pascal (2002) reported that when 
teachers learn how to develop dispositions to promote social competence and other 
well-being aspects, which in turn will help develop successful learning skills. In fact, 
dispositions are connected to our mindsets, emotions and our visions of ‘possible 
selves’ (Carr, 1995, p. 4) and could help children to develop with what Katz and 
McClellan (1997, p.7) stated as ‘the tendency to be accepting, friendly, empathetic, 
generous, or cooperative’. 
These viewpoints indicate that mindfulness initiatives could be valuable in preschool 
settings, especially as mindfulness research is linked to increased kindness, 
empathy and acceptance (Weare, 2013; Flook et al., 2015). In fact, Brown, Ryan 
and Creswell (2007), suggested that mindfulness may be a natural human 
disposition that positively supports emotional well-being. I believe the mindfulness 
disposition can be nurtured and developed by providing child-centred mindfulness 
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practices and opportunities in preschools. In fact, the importance society gives to 
different dispositions and the opportunities that young children are then afforded at 
home, school and in the world due to their perceived importance is to be 
considered. 
It is also essential to keep in mind the ecological systems theory, discussed earlier 
in this chapter, and how the multilayers of society might impact the development of 
dispositions. At the same time, one should be aware of the limitations of this model. 
Although the model helps to make connections between contexts in a child’s life, it 
does not inform researchers about the child’s learning.  
 
2.4.2 How the Dispositions for this Study were Selected 
In deciding what dispositions to examine for this research, I had to be quite selective 
in order to keep the research project manageable and focused. Therefore, I chose 
those dispositions that I believe are critically important to develop in the early years 
with research to support them with long-term studies. The dispositions I chose to 
examine are self-regulation, being attentive or focused, social and emotional 
competence and prosocial behaviours including empathy and kindness. 
Self-regulation is an important competence for all preschoolers. For example, 
children who do not learn to self-regulate their emotions at age four are shown to be 
worse off as they grow up, with poor effects lasting for many years. There are many 
long-term research studies showing the importance of self-regulation for young 
children, for example, those who cannot self-regulate are less likely to follow a 
teacher’s directions at age six and less likely to reflect on their learning in high 
school (Bodrova and Leong, 2005). Therefore, I thought was crucial to examine 
more deeply.  
 
It is also important to note that many of these dispositions overlap in some way, for 
example, self-regulation and attention, although linked, are distinct. Attention is a 
keyword used in the mindfulness research (e.g. Baer et al., 2006) and in many 
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definitions of mindfulness (e.g. Kabat Zinn, 1990) and although attention may 
overlap with some parts of self-regulation, attention can be seen as different and 
therefore was important to discuss separately from self-regulation. For example, 
attention may include acquiring then keeping a state of alertness, adjusting to 
situations linked to the senses, and voluntary restraint to responses (Posner, 
Rothbart, and Rueda, 2014) while self-regulation definitions generally do not include 
areas such as maintaining an alert state or adjusting to sensory situations, however, 
self-regulation definitions do often include the third element, voluntary restraint 
(Bodrova and Leong, 2005). From these examples, we can see how difficult it is to 
find any skills that do not overlap in both the research and many of the measures 
used in research.  
 
Self-regulation and emotional competence also offer some overlap though distinct in 
the research. For example, although preschoolers need to develop emotional 
competence (Denham 2006), which is knowledge of the emotions of self and others, 
and the regulation of emotional expressiveness and experience (Denham et 
al. 2012), self-regulation, on the other hand, is broader and defined as the ability to 
control and manage emotion, cognition, and behaviour (Diamond 2006). 
Researchers such as Housman (2017) note some similarities between the two ideas 
but consider them distinct areas. 
Preschoolers who developed dispositions of kindness, empathy and concern for 
others exhibited benefits over 20 years later in one largescale study. In fact, those 
who could share and help others were more likely to graduate, hold steady jobs and 
were less likely to need government assistance or be in trouble with the law later in 
life (Jones, Greenberg and Crowley, 2015). Other aspects of prosocial behaviour 
taught in preschool have led to higher grades and standardized test scores later in 
life as well as better relationships with classmates and teachers (Wentzel, 2013). 
Another example is that preschoolers ability to regulate emotions is linked with early 
academic success (National Scientific Council on the Developing Child 2004) and 
so the regulation of emotions was also important to examine.  
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Similarly, prosocial behaviour and social competence also offer overlap. Prosocial 
behaviour is ‘voluntary actions that are intended to help or benefit another individual 
or group of individuals’ (Eisenberg and Mussen 1989, p.3) and includes things like 
sharing, helping and caring for others. On the other hand, social competence 
includes ideas such as creating positive relationships with others, maintaining close 
friendships, and being able to socially adapt to different circumstances (Orpinas, 
and Horne, 2010). Despite these overlaps in definitions, I am confident that each 
area of these areas will provide the research with an array of informative data to 
analyse. 
Finally, in this research, I chose to examine only those dispositions that had two or 
more research studies showing these dispositions or related skills as outcomes in 
research with MBIs and children below the age of 12. The currently available 
research in children, including primary school research, into mindfulness, highlights 
that improved prosocial behaviour, emotional competence, attention, self-regulation 
and social competence are benefits from a mindfulness practice with children from 
ages 5-12 year age range (see Bubela and Gaylord, 2014; Mische Lawson, Cox, 
and Labrie Blackwell, 2012; Thierry et al., 2016) and so I decided since they are all 
crucial to early childhood to examine this premise with preschool children. 
 
2.42 Vygotsky, Attention and the Zone of Proximal Development 
Vygotsky established that young children could construct their own understandings 
through relationships with the many environments they interact with daily (Hayes, 
O’Toole and Halpenny, 2017). His theories emphasise how children make meaning 
through social interaction and how this contributes to the development of cognition 
(Vygotsky, 1978). Vygotsky (1978) believed that preschoolers learn through social 
interaction with an adult or peer that has more knowledge than the child. Adults 
model behaviours, skills or attitudes that then encourage a student to learn through 
a form of dialogue, known as collaborative dialogue (Vygotsky, 1978). Vygotsky 
believed that the child strives to comprehend what is happening via the mentor and 
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then internalises the information, guiding or regulating their learning. An example of 
this comes from, Goodman and Kaiser-Greenland (2009, p.421), who stated: 
 
‘Mentors with a visceral understanding of 
impermanence will model how to relate 
to emotions as impermanent states, 
inside and out. Practising mindfulness, 
children and their mentors see together 
how emotions arise with each moment of 
experience, in a continuously flowing, 
changing stream. Through relationships 
with a mentor who sees through the lens 
of impermanence, children can learn to 
experience difficult emotions as transient 
and situational, rather than a permanent 
condition intrinsic to them’.  
 
Similarly, Rose, Gilbert and Richards discussed how mirror neurons might help 
young children to learn from their teachers or other adults, for example, by role 
modelling empathy (2016). Vygotsky (1978, p.57) noted, ‘every function in the 
child’s cultural development appears twice: first on the social level, and later the 
individual level; first, between people….and then inside the child’.  
The space between what the child might do independently and what the child might 
achieve with a mentor helping them is known as Vygotsky’s zone of proximal 
development (ZPD). A mentor is usually an adult, but peers could also be included 
in this category. Vygotsky (1978, p.83) asserted that, ‘Learning does not alter our 
overall ability to focus attention but rather develops various abilities to focus 
attention on a variety of things’. He also stated (p.35) ‘attention should be given first 
place among major functions in the psychological structure’ and that ‘with the 
indicative function of words, the child begins to master his attention, creating new 




Moreover, the aspect of attention in Vygotsky’s theory is also an important concept 
related to mindfulness. This process is vital when educators consider how young 
children are learning to be mindful or experiencing mindfulness practices. For 
example, a teachers’ embodied mindfulness or way of being would then, according 
to Vygotsky’s theory, influence what a child learns about mindfulness in the 
classroom. Vygotsky’s important work on attention has been followed on by other 
researchers (Bodrova, Leong and Akhutina, 2011; Chawla-Duggan et al, 2019) who 
expand of Vygotsky’s ideas and discuss them linked to the areas to higher mental 
functions including self-regulation and executive function (EF) which are both 
discussed further in section 2.44. 
  
2.43 Dispositions of Being Attentive, Being Focussed 
EF is a set of skills that includes paying attention, organising, planning, 
understanding different views and regulating emotions (Diamond and Lee, 2011). 
Researchers (Huizinga, Dolan and van der Molen, 2006) have revealed that EF 
begins in young children and persists in development into maturity. Moreover, 
researchers know that the development of EF is most significant before 6 years of 
age and is critical in developing children’s well-being (Victorian Curriculum and 
Assessment Authority, 2016). When researchers look at EF and mindfulness, it is 
vital to note that high levels of ‘executive function does not constitute mindfulness’ 
and that ‘the quality of attention, or one’s perspective, is critical (Goodman and 
Kaiser-Greenland, 2009 p.420).  
 
Burke (2010) discussed how there are several aspects linked to attention when 
discussing mindfulness. They are focussed, persistent and wide-ranging attention 
and also the ability to change focus and refocus. Of interest in this study is that Lau 
and Hue (2011) referred to a study by Research International in 2007, that showed 
that the attention levels of Hong Kong adolescents are much lower than those of 
other Asian ethnic counterparts and therefore mindfulness, which has been found to 




Again, I note that attention is a different disposition than self-regulation (which is 
discussed in section 2.44). Although self-regulation also includes many aspects of 
attention it is a much broader skill.  Being attentive is an EF skill and encompasses 
inhibitory control as does self-regulation which is discussed below. However, they 
are distinct in that ‘Attention refers to the ability to self-monitor one's way of 
deploying attention, including maintaining attention, ignoring distracting or irrelevant 
stimuli, staying alert to task goals, and coordinating one's attention during a task’ 
(Ruff and Rothbart, 1996). On the other hand, self- regulation is a much broader 
skill of encompassing one’s skill in understanding and controlling one’s behaviour 
and one’s responses to the myriad of emotions and events in the moments of one’s 
daily life (Kochanska, Coy, and Murray, 2001). Chawla-Duggan et al. (2019) discuss 
how within the research on preschool-aged children their disposition of being 
attentive within Vygotsky’s ideas (1978) is that this disposition is one that is 
acquired socially. They go on to argue that attention is in fact an ‘act of agency 
against other people’ since it only comes to light in social circumstances (Chawla-
Duggan et al. 2019, p.14).  
 
2.44 Self-Regulation 
Self-regulation is the pursuit of internal and external goals achieved through a 
capability of managing one’s feelings, thinking and actions (Zelazo and Lyons, 
2012). Indeed, it is a crucial construct in early learning and significantly affects a 
child’s capacity to thrive in the school environment (Wyman et al., 2010). 
Baer et al. (2006), look at self-regulation and mindfulness and suggest there is 
sound research supporting it. In fact, Burke (2010), observed that intentional 
attention, that is the intentionality of changing focus, directing attention or practising 
prolonged attention can be self-regulation. Carver and Scheier (2004) demonstrated 
that two aspects, self-regulation and executive attention, are intricately linked, and 
that they inform how executive attention describes the overall scope of how people 
self-regulate their behaviours. Self-regulation also appears in the latest 
developmental neuroscience research. This area of research reveals how children’s 
developmental accomplishments and improvements in well-being may link to 
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enhanced EF (Shonkoff, Boyce and McEwen, 2009). Researchers stated that 
mindfulness encourages more advanced stages of EF and self-regulation in children 
(Zelazo and Lyons, 2012). In fact, Garg et al. (2013) noted improved self-regulation 
elementary school children after a yoga-based intervention. Researchers also found 
evidence that self-regulation skills may forecast altruistic, or kind behaviour from 
children’s levels of EF and self-regulation (Aguilar-Pardo, Martínez-Arias and 
Colmenares, 2013), making it a vital goal for preschools. 
To sum up, the Ontario Ministry of Education stated that: 
‘Children's ability to self-regulate – to set limits for 
themselves and manage their own emotions, 
attention, and behaviour – allows them to develop 
the emotional well-being and the habits of mind, 
such as persistence and curiosity, that are essential 
for early learning and that set the stage for lifelong 
learning’ (2016, p.53). 
 
One must note again that there is an overlap between self-regulation and attention 
and that indeed self-regulation also overlaps with emotional control or competence, 
as stated in the quote above. There are many overlapping definitions and 
components in the research, yet I believe that dispositions I have chosen each 
require their own examination and reflection as discussed above. 
 
2.45 Prosocial Dispositions 
Teachers describe prosocial behaviour in early childhood with terms like empathy, 
sharing, compassion, helping others, compromise and respect for others (Hyson 
and Taylor, 2011). Prosocial behaviour is voluntary behaviour that supports another 
(Eisenberg et al.,1996). Indeed, the majority of children have a genetic underpinning 
of a disposition towards being caring and kind (Hoffman, 2008). As a result, they 
develop an understanding of others’ emotions and then can create prosocial 
interventions that support others (Brownell, Svetlova and Nichols, 2009). These 
prosocial behaviours are strongly related to well-being (Weare, 2018). 
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Why is it vital to instil prosocial behaviour in young children? Some researchers 
found that when a young child has prosocial dispositions, it correlates with future 
skills such as higher levels of academic attainment and social outcomes (Hyson and 
Taylor, 2011) and readiness for school (Bierman et al., 2008).  Researchers such as 
Spinrad et al., (2006) inferred that students who begin school showing more of a 
prosocial disposition maintain this advantage in primary school. In alignment, Miles 
and Stipek (2006) found that low-income, first-graders who are more helpful towards 
others continued to have better literacy proficiency, even in the third grade. Creating 
classrooms of caring communities of learners is vital to help develop this disposition 
in early childhood (Copple and Bredekamp, 2009). In alignment, mindfulness 
encourages core skills of open-heartedness, curiosity and kindness (Weare, 2013) 
skills which could develop empathy and compassion in children. 
 
2.46 Social and Emotional Dispositions 
Social competence – as per Rubin and Ruth-Krasnor (1992, p.285) – is ‘the ability 
to achieve personal goals in the social interaction while simultaneously maintaining 
positive relationships with others over time and across situations’. Social 
competence, for example, includes the following: comprehending social situations; 
knowing how to regulate emotions and understanding social interactions (Katz and 
McClellan, 1997). These outcomes can be directly linked to some of the outcome’s 
researchers have noted from MBIs such as being kind, caring for others and being 
attentive. 
Preschool teachers struggle with increasing numbers of children with emotional and 
behavioural issues (Raver and Knitzer, 2002) for whom developing skills in 
emotional competence is vital. Emotional competence can be defined as an 
underlying skill set that consists of the expression, identification and regulation of a 
person’s own and of others’ emotions (Mayer, Salovey and Caruso, 2008). As with 
mindfulness, emotional competence functions to lower stress and builds well-being 




2.5 Well-being in Education 
The concept of well-being encompasses many facets of Bronfenbrenner’s 
ecological systems theory, such as, including the child, family, school, wider society 
and the world (Travis and Ryan, 2004; Albrecht, 2016). However, when researchers 
think of well-being in a school setting, they are more concerned with the 
psychological, mental and emotional areas (Watson et al., 2012; Albrecht, 2016). 
 
Improvement in well-being was first thought to occur through objective measures 
such as the state of housing, food options, work alternatives and disposable income 
(Easterbrook, 2003). However, it was noticeable that although objective measures 
were improving, mental health was not changing at the same rates and in order to 
rectify this, subjective measures were developed to rate children’s psychological, 
social and emotional well-being (Statham and Chase, 2010).  
 
Seligman et al. (2009), propose that schools that embody well-being can help cure 
depression, improve life satisfaction, as well as the quality of learning and creative 
thinking skills among the student population. However, Buchanan and Hudson 
(2000) establish that there needs to be a better framework of well-being and what it 
means for children and that only then can measures develop that support effective 
practice for both parents and educators. Moreover, there are many critics of 
research into well-being in schools that have stated that programmes are added 
without proper research to prove their effectiveness, and schools have turned into 
therapy centres in some cases, distracting from academic learning (Ecclestone and 
Hayes, 2009). In fact, Furedi (2017) states that there are an abundance of reports 
indicating children have growing poor mental health without direct evidence of how 
that growth was determined. In addition, Furedi (2017) points out that anxiety is 
simply a part of the human experience. Furedi (2017) also indicates that although it 
has been reported for many years, around the 1970s children have started to be 
deemed as emotionally fragile due to anxiety and thought not to have the resilience 
to cope with this anxiety. In agreement, Ecclestone (2007) has also said that there 
is no strong evidence that discussing emotions formally in schools brings about 
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long-term emotional literacy or well-being and in fact, may do the opposite. Another 
researcher, Craig (2007) condemns the UK based, SEAL programme, that was 
advocated by the UK’s Education Department, as one example of a programme that 
is supposed to bring in well-being through social-emotional learning but in fact, has 
no supporting research to show it works. Moreover, Craig (2007, p.4) states that ‘we 
believe that the DfES Guidance is encouraging a major psychological experiment on 
England’s children which we think could unwittingly backfire and undermine some 
young people’s well-being in the longer term’. Furedi (2014) also points out that the 
way this topic is talked about in schools and education departments is so mixed up 
that the Code of Conduct and Practice for teachers which is supposed to help 
teachers know how to help pupils learn does not actually examine the role of an 
educator correctly but emphasises the role of a teacher as that of a therapist or 
manager. These arguments against bringing this type of learning to school are 
strong and merit further investigation. More research is needed to determine 
whether, in fact, social-emotional learning has a place in schools and what that 
looks like. 
 
However, even young children display increased states of stress, depression and 
anxiety along with lower levels of attention (Swick et al., 2013) making it vital to 
remedy the situation and find solutions to improve children’s mental health and 
school must be considered one option. Moreover, researchers noted that less than 
60% of young children start school with the essential well-being skills needed to 
ensure that they fully develop their learning potential (Bernard, Stephanou and 
Urbach, 2007). Therefore, a solid footing in developing well-being enables children 
to display a greater capacity to know and say how they feel, regulate their emotions, 
and manage their reactions (Victorian Curriculum and Assessment Authority, 2016). 
Researchers know that the optimal development of well-being happens when 
overtly taught and formed by experiences (Ashdown and Bernard, 2012), for 
example, through research proven programmes in SEL, positive psychology 





2.51 Positive Psychology  
When researchers became interested in why some people thrive while others only 
get by, the field of positive psychology developed (Linley et al., 2006). Positive 
psychology focusses on what works well and how to keep growing and improving. 
This idea is in opposition to traditional psychology, which works on a negative bias, 
meaning it works on bringing people out of negativity and to above a mid-line of 
emotional satisfaction (Seligman and Csikszentmihalyi, 2000). Put differently, 
positive psychology counters the traditional psychology background where 
professionals are treating issues and problems, trying to move people to the point of 
neutrality, rather than positive psychology, which brings people to the point of 
flourishing.  
 
Positive psychology research demonstrates that well-being is connected to one’s 
positive disposition, happiness and fulfilment in life (Seligman and Csikszentmihalyi 
2000). This understanding aligns with a movement in the positive psychology 
research to assimilate the eudemonic elements (conducive to happiness) of well-
being such as fulfilment, positive relationships and self-awareness alongside the 
more conventional hedonic interpretations of well-being such as momentary 
pleasure (Ryan and Deci, 2001). 
Schools can help students to flourish using positive psychology interventions 
(Clonan et al., 2004). Positive psychology encompasses SEL by including strategies 
and thoughts that shape people’s social-emotional competence (Seligman et al., 
2009) and thus, schools are an excellent place for positive psychology interventions 
to occur. Mindfulness also integrates well with much of the research in positive 
psychology as one can employ strategies to develop more positive outlooks on life, 
once they accept things as they are (Huppert and Johnson, 2010). 
 
2.52 Social-Emotional Education  
Within the concept of well-being there are numerous concepts and terms, which 
often overlap and are confusing. SEL is one educational approach for improving 
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well-being, which covers vast acronyms such as social-emotional well-being (SEW) 
and social-emotional education (SEE) (McLaughlin, 2008).  
SEL is ‘the process through which we learn to recognize and manage emotions, 
care about others, make good decisions, behave ethically and responsibly, develop 
positive relationships, and avoid negative behaviors’ (Zins et al., 2004, p.4).  
Various aspects of SEL include emotional, social and interpersonal competencies 
and cognitive regulation (Jones and Bouffard, 2012) that overlap with mindfulness. 
However, major differences of note, between SEL and mindfulness training, are that 
SEL teaches ‘from the outside in’ while mindfulness teaches ‘from the inside out’ 
(Semple, Droutman and Reid, 2017, p.29). These both appear to be important 
concepts for young children to learn. Researchers exploring both these concepts 
and how they might best help children to improve their mental health and well-being 
will find the most helpful solutions. 
 
2.53 What Is the Connection Between Mindfulness and Well-being? 
Those in the West attempting to define or explain mindfulness in a secular context 
such as Greenberg and Harris (2012) stated that mindfulness is an approach to 
enhance the well-being in humankind. Several researchers have noted that well-
being frameworks can augment our understanding of various qualities of 
mindfulness practice and research (Albrecht and Veall, 2014; Ager, Albrecht and 
Cohen, 2015). Many researchers (Burke, 2010; Harnett and Dawe, 2012), have 
found clear links between student well-being and mindfulness. On the other hand, 
others, (Napoli, Krech and Holley, 2005; Ramasubramanian, 2017), believe that 
both well-being and mindfulness concepts are similar, in that they include a range of 
dimensions such as social, emotional, physical, spiritual, and cognitive and that 
well-being frameworks often cover these same dimensions, indicating that 
mindfulness may underpin well-being. Weare (2013) stated that mindfulness holds 
great promise in the area of well-being and the reduction of mental health issues. 
Despite the methodological limitations of mindfulness studies, researchers have 
noted that, due to the reported benefits, the integration of mindfulness into schools 
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could be an effective approach to assist students with their well-being (Wisner, 
Jones and Gwin, 2010; Zoogman et al., 2015; Maynard et al., 2017). Parents, 
teachers and government officials are all interested in children’s social-emotional 
development and improving their well-being, but to date, there is no consensus on 
what programmes or teacher training might produce the results needed in 
preschools (Greenberg et al., 2003). 
A clearer understanding of how specific characteristics of mindfulness may 
contribute to student well-being and the development of positive dispositions will 
help further comprehension of this topic (Schoeberlein and Seth, 2009; Willard, 
2010).  In fact, new scientific evidence supports the instruction of these well-being 
skills in children using various strategies including mindfulness-based practices 
(Diamond and Lee, 2011). 
 
 
2.6 Mindfulness Overview  
There is little agreement on whether there are useful mindfulness constructs 
available or not. Mindfulness is a well-defined construct in the field of psychology 
according to Brown and Ryan (2003). Others struggled to create a conceptual 
framework around mindfulness stating that there are too many varying and 
misaligned perspectives (Harnett and Dawe, 2012). 
Mindfulness has two principal parts to it according to Brown, Ryan and Creswell 
(2007) awareness and attention. On the other hand, Baer (2003) noted that 
exposure, self-regulation, relaxation and cognition are the predominant ideas that 
frame mindfulness. Hölzel et al. (2011), stated that mindfulness might include a 
framework that includes the perspective of self, emotional regulation, attentional 
regulation and body awareness. These types of ideas create a curiosity into 
mindfulness practices, processes and interventions and how they affect and change 
the well-being of those who develop these practices. When one looks at 
mindfulness in children, Goodman and Kaiser-Greenland (2009, p.418) stated, ‘This 
process, in and of itself, trains attention, promotes emotional balance, and cultivates 
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compassion. It is well suited to children because the approach can be playful, 
experimental and is always experiential.’ 
 
2.61 Mindfulness Practice in Clinical Settings 
There are many studies in clinical settings showing various benefits. Two meta-
analyses (Grossman et al., 2004; Brown, Ryan and Creswell, 2007) determined that 
mindfulness delivers some benefits in pain management, anxiety and depression. 
Other benefits in the research include reduced stress, better immune function and 
developing more emotional regulation and attention (Baer, 2003; Khoury et al., 
2013).  
Although the evidence appears quite clear in clinical trials that mindfulness can be 
beneficial in improving well-being, and happiness and reducing anxiety (Baer et al., 
2006), on more-in-depth examination, review articles such as that by Van Dam et al. 
(2017), are less encouraging, pointing out many haphazard strategies used within 
clinical research, such as small sample sizes and researcher bias. They stated that 
scientific data on mindfulness is deficient, and the design of many research studies 
in the field is flawed. They also stated that control groups are often lacking, and so 
the public may not know what the real benefits of mindfulness are, and the placebo 
effect is a possible alternative explanation for the reported benefits (Van Dam et al., 
2017). In alignment, Goyal et al. (2014), reviewed over 40 trials with 3,515 
participants and found low or no effects associated with helping participants achieve 
better sleep greater attention, lower substance abuse or weight loss but did 
conclude the studies reviewed demonstrated moderate improvements in anxiety, 
depression and pain management through mindfulness meditation.  
The number of studies with children in clinical settings is also increasing; however, 
they are more limited than those of adults, and tend to be of varying quality (O’Toole 
et al., 2017). Clinical studies with older children have shown positive impacts on 
depression (Liehr and Diaz, 2010). While clinical studies involving preschoolers are 
very sparse, a few smaller studies have been conducted. For example, Johnson et 
al. (2011) discussed in Zelazo and Lyons (2012), that they found a small group of 
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children improved their ability to sustain attention and improved perspective-taking 
after a five-week mindfulness course compared with a control group. Lim and Qu 
(2017), discovered that a single mindfulness training session with preschoolers did 
not influence the results of attentional control but that other changes in the brain 
occurred, which are beyond the scope of this study. These studies show the lack of 
representation and comparability in the research.  
In conclusion, there is low-quality research in circulation, but there are also high-
quality studies showing benefits, and it appears that the media has misreported or 
exaggerated some of the results of mindfulness studies to date. Researchers and 
educators must use a critical eye when reviewing studies to determine their value. 
 
 
2.7 Mindfulness in School Contexts 
In many different settings around the globe, the movement towards being mindful is 
now an aspiration of many educators, and their students (MAPPG, 2015).  
Mindfulness in schools usually uses a universal approach, where all students take 
part, rather than including only children with special circumstances or issues 
(Weare, 2018). Mindfulness practices are often employed to help alleviate childhood 
stress (Waters et al., 2015). 
 
2.71 Benefits of Mindfulness in Schools 
As with clinical interventions, MBIs in schools now display a variety of benefits that 
students can experience across a range of ages. In fact, several large-scale reviews 
of mindfulness in schools have taken place (Burke 2010; Rempel 2012; Weare 
2013; Black, 2016; O’Toole et al., 2017; Carsley, Khoury and Heath, 2018) all of 
which indicated that it is essential for further studies to take place to validate and 
confirm the positive benefits found in MBIs to date. All these studies showed 
positive benefits and were optimistic about the promise that mindfulness in schools 
holds. However, the discourse in mindfulness and its associated benefits is complex 
with a myriad of aims, foci and practices that includes both mindfulness practices 
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and a range of contemplative practices that embed within the school day (Ergas and 
Hadar, 2019). 
There are five main areas of reported benefits to children in mindfulness studies. 
These include better attention and focus (Adair and Bhaskaran, 2010; Black and 
Fernando 2014), links to well-being including feeling less stressed, more relaxed, 
calmer and less anxious (Wall, 2005; Lau and Hue, 2011; Kuyken et al., 2013; Black 
and Fernando, 2014; Van de Weijer-Bergsma et al., 2012, Bernay et al., 2016), 
increased self-regulation and EF (Black and Fernando, 2014; Razza-Bergen, Cico 
and Raymond, 2015; Thierry et al., 2018; Wood et al., 2018) better cognitive 
outcomes (Flook et al., 2015) and more prosocial behaviour (Flook et al., 2015). 
These are all beneficial for young children to learn and embed in their minds and 
bodies, which could benefit them for life, if learnt at this early stage in their 
schooling. 
In a meta-analysis, Carsley, Khoury and Heath, (2018) found that MBIs were helpful 
but those delivered to the 15 to 18-year-old age group had the most substantial 
effect on well-being and mental health. The outcomes in MBIs were varied 
considering the many facets involved, including who delivered the MBIs: an outside 
trainer or the class teacher. Despite this finding, many studies have noted possible 
benefits for younger children (Weare, 2013) and I believe researchers have a duty 
to determine if mindfulness could help preschoolers to develop and embed 
dispositions to help them flourish. 
On the other hand, as with the clinical studies, some critics indicated a lack of 
robustness in the school research. For example, Greenberg and Harris (2012) 
reported that some studies are too context specific, lack control groups and have 
other methodological drawbacks which prevent researchers from generalising their 
research to wider audiences. I believe that qualitative research studies provide a 
rich and needed perspective in a field such as mindfulness, and that solely 
quantitative studies, especially RCT, are challenging to execute in schools with so 
many interacting factors at play and that by increasing both qualitative and 
quantitative research we may draw richer conclusions in the field. 
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Significant gaps in the school-based literature exist in the area of ECE, and the 
benefits of mindfulness for young children under 6 years of age, which is possibly 
because, as Weare (2013) notes, mindfulness is a somewhat abstract idea and 
could be difficult for young children to grasp. A few more recent studies (Flook et al., 
2015; Wood et al., 2018) have shown promise and indicated that more research in 
the early years is required. There is also a lack of literature looking at how 
developing childhood well-being dispositions might benefit from the incorporation of 
a mindfulness curriculum in preschools.  
 
2.72 A Review of Literature About Mindfulness Curricula in Schools 
The mindfulness programmes and curriculum below differ in terms of length of time, 
the number of sessions students have access to per week, content, practices and 
whether a class teacher or outside educator delivers the content, making it quite 
challenging to compare and contrast. Semple, Droutman and Reid (2017) found that 
many mindfulness curricula have insignificant or no research to substantiate their 
effectiveness. They also noted the lack of consistency. A review noted that the only 
thing the mindfulness curricula seemed to have in common was the lack of robust 
research. Appendix 1 showcases an overview of MBI in schools by date, mostly 
concentrating on those in the lower primary and preschool age range, but also those 
whose curricula have multiple research studies. 
Many studies, discussed below, have noted increased attention as a benefit. The 
Hawn Foundation has created a programme called ‘MindUP’ which has had several 
research studies linked with it. Schonert-Reichl and Hymel (2007) studied the 
curriculum that offered a teacher self-reported framework. The study observed that 
children aged 9 to 13 had increased attention, focus and behaviour after the study. 
Schonert-Reichl et al. (2015) conducted an RCT that had similar positive benefits.  
Move-into-Learning (MIL), is an eight-week programme of a 45-minute session once 
per week with breathing, yoga, meditation, art, writing and music therapy. An 
outside trainer delivers the session, and the class teachers then reinforce those 
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skills. Teachers observed less hyperactive behaviour and higher levels of 
attentiveness when two classes of third graders experienced the programme (Klatt 
et al., 2013). 
Napoli, Krech and Holley (2005) examined the attention displayed by 228 students 
in an RCT study. Students were in the first to third grades. The 24-week MBI 
programme called The Attention Academy Program (AAP) helped children 
experience an intervention 12 times during 45-minute sessions, every other week. 
The programme was targeted at children with higher levels of anxiety than their 
peers. The results revealed that the children had significant improvements in 
attentional measures, lower test anxiety and improved social skills compared when 
in the intervention group. Effects were small to medium. 
A controlled study – called Mindful Awareness Practice (MAPS) – took place with 7 
to 9-year-old students for eight weeks. Those in the MAPS programme group 
displayed more improvements in EF than students from the control group 
programme (Flook et al., 2010). 
The Mental Health Foundation of New Zealand produced a well-being course 
targeted at the Maori population. It consisted of eight-lessons about mindfulness. 
Bernay et al. (2016) studied 124 primary school students pre and post-intervention 
and found significant improvements in relationships, subjective well-being and 
cheerfulness. Measurements were performed with The Stirling Children’s Wellbeing 
Scale (SCWBS). 
EF is another area where many benefits are of note. The eight-week-long Inner Kids 
programme was studied by Flook et al. (2010) which showed improvements in 
children’s EF through parent and teacher-rated measures.  
Several studies have developed research related to the Mindfulness in Schools 
Programme (MiSP) in the UK from 2010 to the present. Huppert and Johnson 
(2010) conducted a study based on an eight-week MBCT programme that was 
adapted for teenagers, which later became the ‘.b programme’. The ‘.b programme’ 
is now a school-based programme for youth. The intervention was one lesson a 
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week for four weeks.  Students who experienced the intervention showed significant 
positive effects on ego-resilience, mindfulness and mental well-being. Following 
this, Kuyken et al. (2013), conducted an extensive study with 522, 12 to16-year-old 
students in nine schools showing that teenagers in the intervention group reported 
lower stress, fewer symptoms linked with depression, and higher levels of well-
being. Now the .b programme is part of the Myriad project, a large-scale study with 
over 6000 students in 76 schools, including individuals aged 11 to 16. This research 
study will run a cluster-RCT examining both the cost and outcome effectiveness in 
schools. However, the outcomes of this research will not be known for several 
years. This study is to determine what the real benefits are, and for whom and 
whether mindfulness programmes are cost-effective in schools. MiSP has another 
curriculum, the ‘paws B programme’, which is for elementary school children. A 
study by Vickery and Dorjee (2016), of 71 students ages 7 to 9 years at three 
primary schools in the UK found that school teachers can easily incorporate the 
curriculum into their regular school day, the majority of children like the programme 
and it could increase their metacognition skills. 
Liehr and Diaz (2010) conducted a trial study with a small group of summer camp 
students from minority backgrounds, using the Mindful Schools Curriculum which 
demonstrated a decrease in depressive symptoms. Black and Fernando (2014) 
conducted a five-week mindfulness-based curriculum intervention looking at 
children’s classroom behaviour using the Mindful Schools curriculum. Teachers 
reported pre- and post-intervention. Students in the intervention had better self-
control, more prosocial behaviour, superior calming abilities, the capacity to improve 
their attention skills, and self-control when compared to children in the control 
group. Various measures were used to come to these conclusions. 
 
2.73 Mindfulness in Schools Research: Hong Kong 
There are limited studies on mindfulness in English literature from Hong Kong. One 
study by Lau and Hue (2011) examined adolescents with poor grades. Forty-eight 
teenagers from two different schools took part in the intervention which lasted six 
60 
 
weeks. The findings indicated a significant increase in well-being and a decrease in 
symptoms linked to depression among both intervention groups when compared 
with a control group. 
Lam et al. (2015), designed and implemented a programme for 14 to16-year-old 
students in three Hong Kong secondary schools. The pilot programme engaged 51 
students struggling academically with an aim to reduce dropout rates. However, a 
student report of the programme found a lack of interest in learning mindfulness by 
the students and noted that they felt the quiet activities to be boring. This 
observation led to a redesign by the programme directors, who injected more 
activity into the syllabus.  
Finally, Lam (2016) ran a study with 93 fourth to sixth-grade students. A screening 
process identified 20 students who had high levels of internalising problems who 
then took part in a nine-week MBI. Issues such as panic attacks, obsessive-
compulsive disorder (OCD) and anxiety decreased significantly. Most students also 
reported that the programme was helpful. 
These limited studies show a gap in the literature. These were the only mindfulness-
in-schools’ studies set in a Hong Kong context, and none linked to preschool 
education.  
 
2.74 Mindfulness Research in Preschool Settings  
A review of the literature with 3 to 6-year-old children, the same age as in this study, 
resulted in minimal findings, with only twelve studies linked to mindfulness found 
with relation to preschoolers in the past twenty years; most of those in the same 
period as this research. Additionally, Willis and Dinehart (2014) complied a literature 
review involving studies linked to contemplative practices to assist children with 
school readiness and found that children showed improved social-emotional 
management and self-regulation. While a literature review by Erwin and Robinson 
(2015), noted only ten studies and included a broader age range of 0 to 8 years. 
Many of the studies, to date, have focussed on improving EF, and almost all of the 
studies used yoga, exclusively or extensively, as the mindfulness tool examined 
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with children. Besides, over half of these studies lack specific details into what the 
curriculum entailed, how often the children practised, or how many children were 
involved.  
Kim and Lim (2007) addressed a mindfulness programme in a South Korean 
preschool. Their article is quite vague in terms of numbers and outcomes, but it 
discusses how mindfulness might help children be happy by developing their mind, 
body and spirit through movement, meditation and relaxation exercises. 
Subsequently, Adair and Bhaskaran (2010) investigated diverse student populations 
in India, using mindfulness as a tool with 2 to 5-year-old children. The study did not 
indicate the number of students involved nor did it specify the length of the 
intervention, but it noted that the teachers involved the children in yoga, mindful 
eating and Rangoli art. They found that children had improved concentration, focus, 
attention spans and were calmer. They also noted fewer instances of poor 
behaviour in the group. 
Mische Lawson, Cox and Labrie Blackwell (2012), studied 33 3–5-year-old children 
with a yoga programme called YogaRI, within a six-week intervention of 10 minutes 
daily, four times a week, and found that there were minimal effects on the study’s 
focus of academic performance and fine motor skills. 
Razza, Bergen-Cico and Raymond (2015) examined preschoolers ages 3 to 5 years 
in a yoga program and found that the children experienced improved self-regulation 
but had no improvement in focussed attention. They also noted improved delayed 
gratification in the daily programme, which lasted over 25 weeks and was conducted 
by increasing the duration of classes as the weeks progressed, starting with 10 and 
ending with 30-minute sessions.  
Bubela and Gaylord (2014) conducted a study with 27, 3 to 5-year-olds, in a 
preschool setting using Hatha yoga, sitting meditation and breathwork. The six-
week programme occurred once weekly for 20 minutes. The authors found that the 
balance, flexibility and strength of the students increased. 
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The first significant study in an ECE setting was achieved when Flook et al. (2015), 
found positive outcomes for preschool children with a 12-week ‘Kindness 
Curriculum’ that promoted mindfulness and kindness in preschool classrooms. This 
study showed that children’s emotional regulation and prosocial behaviour 
increased; they demonstrated less selfish behaviours and more social aptitude after 
the intervention. Lessons were held twice weekly for twenty minutes. Furthermore, 
this study showed improved delay of gratification and cognitive flexibility. The 
kindness curriculum integrates well-known adult mindfulness practices, redeveloped 
for preschool children’s abilities. The curriculum relies on the teacher’s observations 
to assess its effectiveness; however, the study itself examined several measures. 
Researchers stated that the initial findings were convincing, but more studies are 
required to fully understand whether similar studies could replicate the results and 
also whether the benefits last beyond the length of the curriculum (Flook et al., 
2015). This study builds on this research by including parents’ and children’s 
viewpoints, using various methods, such as the Mosaic approach and exploring 
from a qualitative perspective. 
Poehlmann-Tynan et al. (2016) conducted a pilot study with economically 
disadvantaged preschoolers from five preschools. Twenty-nine children took part in 
a 12-week RCT examining their empathy and self-regulation. Children were 
assessed three times, pre-intervention, post-intervention and three months post-
intervention. Preschoolers in the intervention group significantly increased their 
attentional focus and self-regulation pre- and post-intervention. Self-regulation was 
further improved three months later, however, no changes in empathy or 
compassion were observed. 
Recently, Wood et al. (2018), studied a 12-session programme called ‘Mini‐Mind’, 
designed for preschoolers using an RCT, with a small sample of 27 young children 
ages 3 to 5-years-old. Teachers rated students on their EF and found 




Zelazo et al. (2018) studied 218 preschool children from low-income families at two 
preschools and offered randomly assigned groups one of three different sessions, 
held thirty times over six weeks. Groups either joined mindfulness and reflection 
training, a literacy class, or continued with no intervention classes. Results did not 
produce any difference with the mindfulness and literacy group, but both groups 
were higher in EF than the group with no intervention, indicating that small group 
interventions of some kind may be beneficial for low-income children. Thierry et al. 
(2018) found that a yearlong mindfulness curriculum intervention with 4–year-olds, 
in four schools, experienced improvement in EF over the control group.  
With research developing and exploring different socio-economic aspects of the 
children in programmes, it is important to also explore what effects this may have on 
the outcomes of the different programmes. As Thierry et al. (2018) noted, the 
students in Flook et al.’s (2015) study were mostly white, upper-middle-class 
children, while some of the later studies involve less affluent, Hispanic children. 
More research is needed to see how mindfulness programs may impact children 
from diverse family backgrounds, and in this study, another cultural layer was 
explored through the Hong Kong location. 
 
2.75 Developmentally Appropriate Practice and Mindfulness  
When one thinks about mindfulness and young children, integrating mindfulness 
tools that are child-centred and promote best practice in ECE may be the best way 
forward. Schonert-Reichl and Lawlor (2010) noted that if children are feeling 
uninterested, their attention may drift, and so they may not experience any benefits 
from mindfulness practices. The (National Association for the Education of Young 
Children (NAEYC), 2018) stressed that early childhood is a developmental time of 
its own, with its unique features and not a ‘preparation for primary school’. They 
emphasised that a preschool must be developmentally appropriate, and not too 
advanced or too easy for the children, who have skills that are rapidly developing, in 
a variety of spheres, between birth and 6 years old.  
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Researchers also need to consider the fact that DAP is a controversial concept. 
Bredekamp and Copple (1997) produced a document with lists of activities identified 
as either appropriate or inappropriate for children, according to their ages. The 
criteria were similar to the list of do’s and don’ts issued in Hong Kong, as noted 
earlier. I find it is quite a prescriptive approach and others, such as Dahlberg and 
Moss (2005; Erwin 2017), question it as assuming all children develop in the same 
way. Some researchers (Viruru, 2001) are of the opinion that the DAP is applied 
cross-culturally because it is a Western-European view of child development, which 
some tout as the best, and Woodhead (2005) notes the DAP framework is not as 
comprehensively appropriate as it appears to be. In fact, Erwin (2017, p. 66) has 
suggested that the importance of being present may not be reflected well enough in 
certain settings. She also says that DAP may not mirror children’s true selves, and 
that we may need to look at well-being with a more global mindset.   
If one wonders how to make mindfulness practices appropriate for young children, 
one might refer to Brown, Ryan and Creswell (2007) who have shown that 
mindfulness can develop in individuals with practice and persistence. Mindfulness 
can be integrated into one’s thoughts and emotions as well as to a variety of 
senses, including visual, tactile, auditory and gustatory, (Napoli, Krech and Holley, 
2005). Besides, the cultivation of mindfulness often occurs alongside meditative 
practices, such as walking, eating, listening, colouring-in, gardening or brushing 
one’s teeth in a mindful way (Albrecht, Albrecht and Cohen, 2012). The use of these 
types of sensory work fits in with early childhood development, where good practice 
is known to include sensory play (Ayres and Robbins, 2005; Gascoyne, 2016). In 
fact, NHS Dumfries and Galloway (2016) explain how sensory experiences are so 
essential for young children. They explain that first one receives information through 
our senses about an experience and then that information is sent to our brain for 
processing, which helps us to make sense of the experience. Next, our brain signals 
our body about how to respond and finally, our brain stores these data and uses it to 
guide responses to future experiences, all of which is crucial to our well-being. 
Hannaford (1995) states that the more children experience sensory opportunities, 
the more creativity and learning takes place. While Gascoyne (2016) indicates that 
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sensory activities contribute to children’s emotional well-being. In fact, research with 
older children who followed the MBCT-C programme showed that sensory practices 
produced an array of positive outcomes in children aged eight to 15 (Semple and 
Lee, 2014). Semple, Reid, and Miller (2005) noted that mindfulness-based practices 
are self-management practices and children seem to find these practices engaging 
as they are in control of their learning. 
Young children have specific learning needs that are quite different from older 
children, and this study explores what types of practices would be suitable for young 
children to develop mindfulness. For example, Chilvers and Cole (2006) noted that 
children who could participate in sensory programmes were able to improve their 
general well-being and self-esteem. Other researchers such as Dunn (2001), have 
assessed the links between sensory input and the vital part it plays in emotional 
development of young children.  Also, Hannaford (1995) found that learning, thought 
and creativity are all improved with greater sensory experiences. In addition, 
guidance from Goodman and Kaiser-Greenland (2009) on the shorter lengths of 
silent or calm practice were followed while Lillard (2011) explains that in early 
childhood settings when one pays attention to sensory and motor practices, a child 
integrates body and mind creating a sense of well-being. These are all thoughtful 
ideas to be considered when designing a programme for young children. 
 
2.76 Mindful Moments -Planned and Unplanned Practice 
Mindfulness includes both the formal and informal, the planned and the unplanned 
(Bishop et al., 2004). By offering smaller moments of mindfulness in the classroom, 
students may experience long-term benefits (Napoli, Krech and Holley, 2005). Many 
researchers (Erwin et al., 2017; Erwin, Robinson and Aveta, 2017), encouraged 
ECE educators to incorporate mindfulness into current classroom practice, and not 
only include specific mindfulness lessons weekly or daily. Others such as Flook et 
al. (2015), have taken the approach of direct instruction. I believe, a combination of 
the two aspects is best and that, as Albrecht (2016) stated, there is a difference 
between teaching mindfulness and teaching mindfully.   
66 
 
Jackson (1968) was the first to use the term ‘hidden curriculum’ which implies that 
there is both a hidden, that is an unplanned, perhaps unintended agenda, and a 
visible curriculum in schools. The hidden curriculum involves the explicitly 
unplanned activities in the classroom, for example, the attitudes of the teachers, 
which are then absorbed or noted by the students, or the offhand comments a 
teacher makes that the student integrates into a new meaning. Goodman and 
Kaiser-Greenland (2009, p.421) indicate that teachers can share mindfulness, 
without speaking, through ‘quiet nonverbal sharing’, and that this represents a vital 
means of teaching embodying mindfulness. In agreement are Segal, Williams and 
Teasdale (2013), who proposed that a teacher’s mindfulness practice may affect 
their ability to teach mindfulness. Others, such as Flook et al. (2013) have also 
suggested that mindfulness is beneficial for teachers. 
In fact, a teacher’s professional disposition is a newly emerging field in the literature 
(Dottin, 2009). This field explores how teachers’ professional dispositions can be 
developed through mindfulness (Roeser et al., 2012). Linked to this finding is 
research showing that the more a teacher practices mindfulness, the more the 
children in his or her class are noted as developing the dispositions or skills linked 
to this area (Weare, 2013). Singh et al. (2013) found in a study of preschool 
teachers, who attended an eight-week mindfulness course, that teacher-student 
interactions improved positively, with a decrease in the challenging behaviour of 
their students. In alignment, Goodman and Kaiser-Greenland (2009) state that 
adults being mindful is the best way to convey compassionate mindfulness to 
children. 
Many teachers are aware that students learn better when they are in a good mood. 
Fredrickson (1998) has found that a more positive mood leads to broader attention 
spans, which, in turn, leads to increased well-being in students. Moreover, a positive 
mood connects to more well-rounded thinking (Kuhl, 2000), and a negative mood 
creates narrower attention spans (Bolte, Goschke and Kuhl, 2003). Therefore, the 
climate in a classroom is highly influential. For example, a study conducted by 
Oberle and Schonert-Reichl (2016), with grade four to seven students in Canada, 
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showed that children’s level of cortisol rose when a teacher’s level of stress and 
cortisol was raised. In the same vein, mirror neurons could also influence a young 
child’s experiences through their teachers’ actions (Rose, Gilbert and Richards, 
2016). If the teacher embodies mindfulness, this would be an example of where 
mirror neurons may influence the child positively.  Therefore, not only is the 
children’s mood and outlook essential, but the teacher’s as well, with Duckworth, 
Quinn and Seligman (2009) demonstrating a strong link between student results 
and a teacher’s feelings towards their own life satisfaction. In fact, there appears to 
be a reciprocity in classrooms between students and teachers’ levels of well-being. 
This connection is noteworthy, as it may point towards either the teacher or the 
student needing to take measures to increase their well-being to create healthy, 
happy classrooms.  Mindfulness may be helpful, as I will discuss later in this 
chapter.  
 
2.77 Considerations When Implementing Mindfulness in Schools 
Several reviews of mindfulness with children have found that mindfulness-based 
interventions produce no undesirable effects and are typically easy to implement 
(Burke, 2010; Weare 2013; Weare, 2018). However, others such as Shapiro and 
Carlson (2009) imply that mindfulness practices may not be valuable, or even 
suitable, for individuals suffering traumatic stress and so making sweeping 
statements about these practices is to be avoided.  
The determination of whether a mindfulness programme is a valuable use of time 
for children compared to other practices is also important. Since school days are 
hectic, and time is scarce, educators would benefit from making sure that bringing 
mindfulness into the classroom is more useful than something else, such as science 
work. However, since teachers can integrate mindfulness into many other areas of 
learning, there is a strong argument for including mindfulness especially now that 





2.78 Methodological Issues in Mindfulness Research 
Mindfulness research in schools is often of mixed quality, inconsistent in its 
approach and offers no clear or standard programme structures, measurements or 
expectations. There are many criticisms due to its sometimes-haphazard 
approaches and lack of robustness. Although some robust research has emerged in 
schools, particularly in the tween and teen ages groups, there is still insufficient 
research that explores mindfulness in preschools. 
Burke (2010) reveals that the child-based mindfulness literature continues to show 
many methodological limitations, such as small sample sizes and limited control 
groups. These constraints lead to a limited scope to draw on as conclusive evidence 
towards implementing such programmes in schools. However, since there are more 
abundant numbers of such studies emerging regarding its benefits and most of 
these studies are showing some value, it is crucial that researchers continue to 
contribute to this research base.  
Many different aspects can alter or influence the results in mindfulness studies, and 
these are difficult to control. Goodman and Kaiser-Greenland (2009) stated that it is 
vital that schools include parents in the mindfulness work done by adults.  While 
Huppert and Johnson (2010), urge us to consider variances in ideas such as how 
regularly students practice mindfulness at home, which could also alter results. 
Many studies do not introduce these variables which could alter results 
substantially.  
Domitrovich and Greenberg (2000) found that another limitation of MBI research is 
that most studies do not explain how the programmes they are studying are 
implemented, leaving readers unsure of the procedures for replicating the studies. 
Semple, Droutman and Reid (2017) note that due to the lack of research into any 
specific mindfulness curricula, the research conducted is lacklustre and often 
involves the programme creators, thus introducing the risk of bias, and that there 
are none comparing mindfulness programmes or longitudinal studies. Weare (2018) 
agrees there needs to be more separation between creators and research to reduce 
this risk of bias, but still showed many benefits in different programmes and stated 
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only rigorous research was in her review. Bias may be reduced by introducing more 
reflexivity into research as suggested by Cohen and Crabtree (2006). Reflexivity is 
the practice of becoming more self-aware (Popoveniuc, 2014). Begoray and 
Banister (2012, p.4) state that ‘reflexivity, then, is a researcher's ongoing critique 
and critical reflection of his or her own biases and assumptions and how these have 
influenced all stages of the research process‘.  
Studies have indicated that to achieve long-term benefits a regular mindfulness 
practice is needed (Segal et al., 2002) and since most MBIs in schools are five to 
twelve weeks, research is needed to study how longer programmes affect results 
and how long the benefits found last after the intervention is complete. 
This study delivers a highly detailed account of the intervention and methods used 
so that many of the questions and doubts expressed in other studies do not arise, 
such as what kind of mindfulness practices took place, what teacher training was 
available, and other pertinent questions. 
 
 
2.8 Summary and Conclusions 
Mindfulness is a broad topic that has become well-researched (Kabat-Zinn, 1990; 
Baer, 2003; Weare, 2013; Zoogman et al., 2015; Maynard et al., 2017). After 
success with adults and then with youths in clinical settings, schools became 
interested in mindfulness to cope with the intensifying rates of mental health issues 
in children (Weare, 2013). Schools started to develop and use universal MBI 
programmes to help all children improve their well-being (Flook et al., 2010; 
Zoogman et al., 2015; Albrecht, 2018).  
The research discussed in this chapter has produced some clear conclusions with 
most studies noting MBIs are beneficial and that no harm or adverse reactions are 
thought to arise from their implementation (Burke, 2010; Weare, 2018). Some of the 
more common benefits MBIs in schools claim are improved well-being (Lau and 
Hue, 2011); better focus and attention (Napoli, Krech and Holley, 2005); improved 
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self- regulation (Poehlmann-Tynan et al., 2016); higher levels of prosocial behaviour 
(Flook et al., 2015); and better social and emotional competence (Weare, 2018). 
The literature agrees that in today’s high-stress era of escalating poor mental health 
among students these benefits are vital to moving towards better social-emotional 
outcomes. 
On the other hand, as the field is maturing, more review articles are being produced. 
These reviews offer a much more critical view with caution heeded about 
overstating the known benefits. Criticisms of much of the research include lack of 
robustness in areas such as consistency, explaining the specific mindfulness 
practices used, researcher bias, the definitions of mindfulness, the details of what 
occurred during the intervention itself and other factors. (Van Dam et al., 2017; 
Weare, 2018).  Aligned fields such as well-being, SEL and positive psychology face 
the same criticisms and critiques as mindfulness, with researchers now indicating 
that many schools are implementing programmes with no solid research to 
corroborate their effectiveness (Craig, 2007; Ecclestone and Hayes, 2009; Watson 
et al., 2012). 
A number of questions remain after the literature review. Of note, researchers and 
educators still do not know how effective mindfulness programmes are with young 
children, or even if young children can practice mindfulness. Although several 
studies have emerged in the early years, that offer cautious optimism, there are very 
few comprehensive studies in this area. 
Other questions remain unanswered. Further exploration is needed to examine how 
mindfulness may underpin well-being in young children, Much of the early years 
research focusses solely on yoga as a mindfulness approach but by examining what 
other mindfulness components work best, if any, and what practice to include, as 
well as what are the best ways to determine their effectiveness the field may find the 
best options to bring mindfulness to preschool settings.   
Some of the areas of consideration concerning ECE specifically are the 
development of childhood well-being dispositions. While research has shown these 
are crucial to develop in early childhood contexts to achieve optimum outcomes 
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there is still not much specific research on the strategies to do so, this study will 
examine how mindfulness may help develop this area, specifically examining the 
development of positive dispositions such as kindness, attentiveness and 
compassion. There is also a gap in the literature connecting childhood dispositions 
with mindfulness practices, and this study intends to provide a discussion about how 
these connect, and how educators might think about developing these dispositions 
in young children through mindfulness curricula. 
Another overarching conclusion from the literature review was the need for more 
multi-informant data collection in mindfulness studies, for example, from teachers, 
parents, children or peers. This study will address this gap by triangulating findings 
from three parties, parents, teachers and children as explained in Chapter 3. 
Hong Kong, with its reported low levels of student well-being, and the mix of Eastern 
and Western cultures, has a gap in the literature regarding how to address the well-
being of its students with very few mindfulness studies found in schools, and no 
studies in the early childhood context.  
A final question arising from the literature review is how students’ voice can be 
incorporated into studies. While minimal studies with older children have included 
the self-report of students, with younger children a challenge is presented in 
listening to their perception. I intend to address this gap by introducing preschoolers 





Chapter 3: Methodology 
 
3.1 Introduction  
Researching how mindfulness facilitates the development of young children’s 
dispositions and well-being is challenging for several reasons. These reasons 
include that the lack of clear boundaries of the mindfulness concept and definitions 
and that many of the validated measures used in mindfulness and well-being 
studies are self-reported, which would not be suitable for young children. 
Additionally, working in a preschool environment has constraints including time, staff 
training, capacity, and a lack of clinical-like conditions often used in mindfulness 
research. There is no standard research procedure for examining the effects or 
influences of mindfulness in schools, although an RCT model seems to be 
becoming more common. One of the main reasons for conducting the study is 
because of the prevalence of on mindfulness studies in clinical settings, which are 
then replicated in school environments as though they are laboratories, which I feel 
is inappropriate. Much of the previous mindfulness research is unspecific and does 
not include the information required to replicate the study accurately. As part of 
being reflexive, other factors I reflected on are that since this research took place in 
Hong Kong, there were some cultural challenges to be considered, such as 
participant’s language and social expectations. 
This research is a two-phase mixed methods study with a curriculum intervention. In 
this study, quantitative and qualitative data and the Mosaic approach are used to 
construct knowledge about whether mindfulness may facilitate the development of 
positive dispositions and well-being in preschool children. 
Each of the following research questions had its methodological challenges.  
1- How does mindfulness facilitate the development of children’s well-being 
dispositions in a Hong Kong international preschool context?  
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2- What are the perceptions of teachers and parents in a Hong Kong international 
preschool context relating to mindfulness and its influences on children’s well-being 
dispositions?  
3- How do preschool students in a Hong Kong international preschool context 
perceive the ideas of mindfulness and kindness? 
These questions come with challenges about how researchers measure the change 
in dispositions and well-being in preschoolers who may not be able to articulate their 
experiences in words or to self-report in a way that older students can. This issue 
then leads to thinking about which adults would be most appropriate to understand 
and report on a child’s well-being. Additionally, there are challenges in how 
researchers can understand what young children are experiencing during a learning 
activity. 
This chapter will describe the key decisions made in the study as well as the 
philosophical standpoints chosen and the rationale of why I selected these. I will first 
explore the research approach I have adopted and the justification for this approach 
before explaining how the study was designed and issues of: access sampling, data 
collection methods, data analysis, reliability and validity and the ethics surrounding 
this study. 
 
3.2 Epistemological Foundations 
It is important for a researcher to state to establish what lens the researcher is using 
in their research. Johnson, Onwuegbuzie and Turner (2007) stated it is essential to 
choose methods that answer the research questions most successfully. I have 
followed Johnson, Onwuegbuzie and Turner’s (2007) advice and have chosen a 
variety of methods that I feel serve the intention of this thesis best and help to 
answer my research questions most effectively. 
I selected a pragmatic mixed methods paradigm as I include quantitative methods, 
although the focus is on the qualitative data, and within this view, I believe in a 
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constructivist stand. I believe there are many different viewpoints and ideas to be 
discovered and constructivism would allow me to delve deeper into those insights 
and different viewpoints while still being pragmatic in the sense of collecting multiple 
types of data through a mixed methods study.  
 
 
3.3 Research Approach 
Mixed methods is a pragmatic and rigorous research approach used in many 
different fields (Creswell, 2015). Tashakkori and Creswell (2007) reported that 
researchers utilise mixed methods when they integrate the findings after collecting 
and analysing both the closed-ended, (quantitative), and open-ended, (qualitative) 
information, and then make more conclusive deductions. In alignment, Johnson, 
Onwuegbuzie and Turner indicated:  
‘Mixed methods research is the type of research in 
which the researcher or team of researchers combines 
elements of the qualitative and quantitative research 
approaches (e.g. use of qualitative or quantitative 
viewpoints, data collection, analysis, inference 
techniques) for the broad purpose of breadth and 
depth of understanding and corroboration’ (2007, 
p.123). 
 
When defining mixed methods data, an understanding of what it is not, is equally 
important as a researcher. Mixed methods is not merely the collection of both types 
of data, but it is the combined and deepened analysis that results from the use of 
both that results in discoveries that help to delve into the research questions 
(Creswell, 2015). Mixed methods research focuses more on one aspect, 
quantitative or qualitative (Teddlie and Tashakkori, 2009). In this study, qualitative 
research is the focus with, for example, personal stories from parents and teachers, 
children’s drawings and children’s voice being the lead form of evidence supported 
by quantitative survey data to develop questions and support the personal stories 
pre- and post-intervention. In this project, the analysis and triangulation of data are 
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paramount to the study. Denzin (2006) indicates that triangulation refers to the use 
of multiple data sources and methods which creates a thorough insight into the 
phenomena and to make conclusions. In this case, data from three different 
persons; parents, teachers and children, and both qualitative and quantitative data 
sources give a deeper understanding with more breadth and depth. 
 
3.31 Advantages and Disadvantages of Qualitative and Quantitative Research 
To explain why the best approach to this research was mixed methods, I will first 
examine the pros and cons of quantitative and qualitative research and explain how 
combining these two approaches led to more robust outcomes in this study.  
 
3.32 Qualitative Data Pros and Cons 
Strauss and Corbin (1990), stated qualitative research is varied and diverse and 
leads to findings by examining lived experiences, behaviours, emotions, interactions 
and other ideas that do not link to quantification. While qualitative data has limited 
generalisability and includes fewer people, it offers detailed perspectives and 
captures the voices and story behind the data (Creswell, 2015). Additionally, 
Richardson (2012) found that knowledge is created in qualitative research by the 
meanings found in different situations and indicate that qualitative approaches offer 
a more extensive variety of research methods, epistemological points of view, and 
ways to comprehend people’s unique experiences. This was essential to this study 
as I explored the perceptions of children, parents and teachers. Some of the 
disadvantages of the qualitative approach include the lack of generalisability due to 
smaller sample sizes (Harry and Lipsky, 2014) and also being particularly time-
consuming to analyse large qualitative studies (Flick, 2011). 
 
3.33 Quantitative Data Pros and Cons 
Bryman (2012, p.35) stated that quantitative research is ‘a research strategy that 
emphasises quantification in the collection and analysis of data…’. It is researcher 
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driven but can draw broader conclusions and aids in the efficient analysis of data 
(Creswell, 2015). The larger sample this approach allows creates more 
generalisability to populations or subpopulations (Carr, 1994). However, the 
quantitative analysis does not explain how social reality forms, or the explanations 
linked to the actions of the participants (Blaikie, 2007).  
 
3.34 Justification of a Mixed Methods Study 
I chose mixed methods for several reasons. I believe that being able to research a 
larger sample with more general questions in a quantitative survey and then to be 
able to ask questions, delve deeper and explore more emotional or personal stories 
and ideas is essential in a school setting, where researchers are exploring real 
people in real settings. 
Some such as Bryman (2012) believe that real-world settings like schools do not 
work well with traditional empirical paradigms and I agree with this. Classrooms 
have many different factors and individuals participating, so it is challenging to 
create a clinical or laboratory-like setting with the corresponding results one could 
produce in such an environment. I believe this to be true and think that using 
combined methods resulted in a richer database upon which to base my 
conclusions. 
I believe that by combining the different data I can triangulate them and construct 
useful meanings. I think offering varied types of data will be helpful and will be able 
to explain the story of my research in a more understandable and useful way. 
Additionally, an often-overlooked aspect, children’s viewpoints (Ager, Albrecht and 
Cohen, 2015), would not be able to be explored without this broad framework for 
data gathering.   
A solely qualitative approach would not have allowed for the greater number of 
responses from parents and teachers across the range of schools. It would not be 
possible to establish an overview of perceptions and current feedback to further 
examine the parents’ current views of their children’s dispositions and well-being, 
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their expectations of mindfulness and the skills, aptitudes and attitudes their 
preschoolers show before and after the intervention. However, I believe that each 
child is unique and understanding the personal stories and circumstances of each 
child leads us to greater understanding.  
 
3.4 Sampling 
The participants in this study were parents and teachers of preschoolers of a group 
of seven local ‘international style’ preschools located in Kowloon and the New 
Territories who agreed to take part. These styles of preschools are representative of 
many similar types of schools throughout Hong Kong. 
In considering the sampling process, I explored both systematic and purposeful 
sampling (Creswell, 2015). The sample frame is all the parents and teachers of a 
group of seven local ‘International’ preschools. I studied the characteristics of the 
sample population, and I judged all parents and teachers to be similar enough to 
accept the questionnaires from any of the parents and teachers who consented to 
partake in the study.  
The population for this study was 587 preschool parents and 67 teachers in seven 
preschools within Hong Kong. From the population, 343 parents of 3-6-year-olds 
representing 379 children (this explains parents of siblings) and 63 teachers agreed 
to participate in the study. Most students were native Hong Kong Chinese children; 
however, there were approximately 2% of other nationalities present in each of the 
schools. English was the medium of instruction, which is a second or bilingual 
language for most of the students, although they had another language lesson such 
as Putonghua for twenty minutes per day. Each classroom had two teachers apart 
from some of the 3-year-old classes, which had three teachers. Nearly all the 
parents were fluent in English as a second language and all current school 
communications were sent home in English. All teachers spoke fluent English and 
were a mix of nationalities.  
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Table 1 in section 3.75 shows how the sample is arranged into different groups. 
 
3.5 What Data Was Collected and Why? 
This research study collected many forms of data to answer the research questions.  
 
3.51 Survey Data 
Quantitative data included pre-and post-surveys which were used to understand the 
bigger picture across the seven schools and the general perspectives of the parents 
and teachers. Additionally, these surveys helped in forming the interview questions. 
The surveys also captured the changes parents and teachers perceived in their 
children or students, pre- and post-intervention. 
 
3.52 Justification for the use of Surveys 
Surveys allow for large amounts of data collection and is an effective way to 
examine views of a larger audience (Sarantakos, 2005). I intended to use the data 
to gather the views of the parents and teachers in a timely and effective manner, 
before using that data to study the reasoning behind the numbers and to explore the 
children’s perceptions. I also wanted to compare pre- and post-data from an 
individual level for the child, and a class level from the teachers. 
 
3.53 Semi-Structured Interviews and Focus Groups 
I gathered qualitative data from focus groups using semi-structured interviews, with 
up to eight participants per group, which were used to discuss the nuances, stories, 
backgrounds and concerns of the participants. I explored personal stories, ideas 
and themes as related to the research questions.  Also, teachers’ classroom 
observations and children’s drawings and voices, scribed by the class teacher, were 






3.54 Justification of Semi-Structured Interviews and Focus Groups  
Focus groups are a vital tool for social scientists and are used often in many types 
of research studies across multiple disciplines (Suter, 2000). I believe that focus 
groups allow for deep insights into how people think and why they believe certain 
ideas, which can result in far greater data than from a survey alone. Interviews can 
produce a great deal of in-depth data. However, one-on-one interviews can be time-
consuming and expensive. A focus group can offer depth with a small group of 
individuals, allowing for a more efficient way to gather the views of different groups. 
Other benefits can arise from the interaction of participants in these groups. As 
Kitzinger (1994) described, participants may be more content or at ease in a group 
setting rather than alone with the interviewer. Discussions among the focus group 
participants had the potential of encouraging connections to concepts that otherwise 
might not have happened in an individual interview (Nagel and Williams, 2013). In 
fact, (Nyumba et al., 2017, p.1) state, ‘Focus group discussion is frequently used as 
a qualitative approach to gain an in-depth understanding of social issues. The 
method aims to obtain data from a purposely selected group of individuals rather 
than from a statistically representative sample of a broader population’.  Although 
there are some drawbacks to using focus groups such as the possibility of a strong 
participant steering the conversation, or the researcher missing some of the body 
language cues, in general, focus groups have been used widely to delve into the 
thoughts, ideas and reasons behind some of the concepts in a study (Nagel and 
Williams 2013). During and after the focus groups interview data were coded 
according using ideas from Saldana (2016) on thematic coding for visual images.  
 
3.55 Classroom Documents Including Children’s Drawings  
The Mosaic approach by Clark (2005) helps researchers to acquire a deeper 
appreciation and knowledge of the perspectives of children in different aspects of 
their lives and schooling, allowing them to have a voice. My viewpoint echoes that of 
the Mosaic approach in that preschoolers are particularly good at exploring and 




Children use many languages to express themselves. In his work on the One 
Hundred Languages of Children (Reggio Children, n.d.) Malaguzzi from Reggio 
Emilia indicated that children have hundreds of verbal and non-verbal languages. 
Drawing is one of those languages that a child might use to explain what is 
happening in their lives, both externally and internally (Kress, 1997; Lindqvist, 
2001).  
Insights into the social-emotional states of preschoolers can be obtained by 
observing and analysing their drawings (Matthews, 1999; Farokhi and Hishemi, 
2011).  In agreement, Brooks (2009) demonstrated that a drawing will frequently 
‘make visible’ a concept or idea from a child’s perspective. Brooks indicated that 
drawing allows a child to work with thoughts, ideas or concepts outside of 
themselves and enabled the child to make connections with other ideas. 
Furthermore, MacDonald (2009, p.2) stated that ‘eliciting students' drawings or work 
samples is one established way of representing internal understanding externally’.  
 
3.56 Justification of Classroom Documents and Children’s Drawings and a 
Justification of Coding the Drawings 
Ager, Albrecht and Cohen (2015) stated that children’s voice is often lacking in 
mindfulness research. When one thinks about children’s voice, researchers want to 
capture ‘their thoughts, feelings and reflections’ (Ager, Albrecht and Cohen, 2015, 
p.900), and that much of the mindfulness research does not investigate ‘how 
children think and feel’. It was essential to include children’s voices to analyse what 
children experienced in this intervention and the themes that emerged from their 
experiences. 
Hayes, O’Toole and Halpenny (2017) point out that to value the child as a 
competent, powerful person, the art of respectfully listening to young children is 
vital. Binfet (2016) used drawings to explore how children in lower primary school 
perceived kindness. He found that children showed themes of sustaining 
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friendships, helping others, and being respectful after asking them about their 
pictures.  
Qualitative conventional content analysis is recommended by (Hsieh and Shannon, 
2005) to discover primary and secondary themes within drawings. I investigated the 
children’s interpretations of both mindfulness and kindness through their drawings 
and used suggestions from Saldana (2016) on how to determine relevant themes. In 
order for qualitative research to reach the measures of trustworthiness, researchers 
have to show that their data analysis was consistent, and precise and that a 
systematic process was used to do so with enough detail to show credibility (Nowell 
et al., 2017). 
 
. 
3.6 Data Collection 
I chose an advanced intervention design (Creswell, 2015) which includes an 
explanatory sequential design. In the explanatory sequential design, quantitative 
research is the starting point followed by qualitative research which helps explain 
the results from the quantitative data.  Figure 2 shows how the quantitative and 
qualitative work overlapped in this study, although it portrays a linear process, this 
was not always the case as described in this chapter, however, this visual model is 




Creswell (2015) indicates that two features, timing and integration are key concerns 
in a mixed method study. Figure 2 shows the progress and considerations linked to 






Figure 2: Visual Model for Mixed Methods Research Design 
Type Procedure Products 
Time Period Pre- Intervention 
Quantitative Data  
Collection  
 
 Developing the survey 
from research 
 Pilot Survey/Survey 
(teachers and parents) 
 Survey hand-delivered 
to sample population 
 Survey Collection 
Pilot Survey of a sample  
Survey of a sample 
Measures from a sample  
Numeric data 
Quantitative Data Analysis   Data screening 
 Cleaning the data 






Data Analysis to the 
Qualitative           
 
 Developing the interview 
questions from the 
survey data based on 
the more notable results 
and other questions 
linked to the research 
Semi-structured interviews in 
focus groups 
 
Qualitative Data Collection 
 
 In-depth face-to-face 
semi-structured 
interviews in focus 
groups 
Interview transcripts  
 
Intervention Period 
Qualitative and Quantitative 
Classroom Data Gathering 
 Gathering of classroom 
documents  
 Assessments done in 
class as per the 
curriculum 
Classroom Documents and 
assessments 
Children’s Drawings and 
words scribed by the teacher 
83 
 
Post Intervention Period 





to sample population 
Post-Survey Collection 
Survey of a sample 
Measures from a sample  
Numeric data 
Quantitative Data Analysis  Data screening 





Connecting the Post 
Intervention Quantitative 
Data Analysis to the 
Qualitative          
Developing the interview 
questions from the survey 
data based on the more 
notable results and other 
questions linked to the 
research 
Semi-structured interviews in 
focus groups 
Qualitative Data Collection 
 
In-depth face-to-face semi-
structured interviews in 
focus groups 
 
Interview transcripts  
 







Integrating the Qualitative 
and Quantitative Pre, Post 
and During Data and 
providing Analysis and 
Synthesis 
Synthesis and interpretation of 
qualitative and quantitative 
results  
Comparison of quantitative 
results with qualitative themes  
Future research Implications 
for mindfulness practices in 
preschools in Hong Kong 
and beyond and the 
influence it has children’s 
well-being dispositions 




In discussions with the principals of the seven potential preschool sites for the 
study, we considered whether the schools in question would be interested in 
allowing this research at their facilities. A meeting with the School Board of Directors 
confirmed that the school would be happy to host the research project if I followed 
certain protocols with regards to not identifying the schools in the research 
documents and that the research would be optional for all teachers and parents, 
which of course is standard ethical protocol. 
A letter of permission and letter of invitation to participate in the research project 
was sent to the parents and teachers from the sample. The invitation also asked the 
parents’ permission to access the classwork and observations of their children 
during this period. The invitation included a request to participate in both the survey 
and/or the interviews and was extended to parents and teachers (Appendix 2 and 
Appendix 3). I collected and collated these forms per their affirmative or negative 
responses 
 
3.71 Teacher and Parent Survey Design 
When designing the parent and teacher surveys I planned to measure parents’ and 
teachers’ perceptions of mindfulness and to measure certain aspects of well-being 
and whether a change occurred pre- and post-intervention. To accomplish this, I 
decided to investigate four areas that the research had shown were vital, that had 
improved well-being in other studies, and that were known to be important 
dispositions in early childhood. The areas I chose were focus/attention which is 
linked with the disposition of being attentive and self-regulation, prosocial behaviour 
which is linked with dispositions of being altruistic and being kind, concern for others 
which is linked with the dispositions of being empathetic and caring, which in 
Chapter 2 I addressed were consistently linked to young children’s well-being. 
Although as discussed in that chapter, one could argue there is some overlap in the 
research in these dispositions, however I felt justified to examine each as I believe 
they are all vital to children’s well-being. 
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Since the parent survey focussed on the individual child, I adapted several 
measures validated in studies in the past that were quite in-depth for each area. I 
designed the parent questionnaire using or adopting these measures and using a 4- 
or 5-point Likert scale or Likert-type scale as was used in the original measures. I 
also asked some general questions using a 5-point Likert scale. I chose Likert 
scales as they are a supported scale for measuring behaviour, attitudes and 
perceptions (Fink, 2008). 
The development of the parent survey used measures from previous research. I 
adapted Chi, Jastrzab, and Melchior’s (2006), measure of Concern for Others for 
this research. This survey was selected as it was used previously in numerous 
research studies and is validated. This measure is vital as concern for others, is 
strongly linked to empathy and is one of the areas of well-being dispositions that 
preschoolers might develop if provided with the tools to do so. I adapted and 
modified a self-regulation measure from Novak, Scott and Clayton (2001) found in 
Tawana and Moore’s (2010) overview on self-regulation measures. These 
measures, modified and adapted, were used in many research studies and are 
validated as a reliable tool for measuring parents’ opinions and ideas. Prosocial 
behaviour was measured using a modified tool developed by McConnell et al. 
(1984), found in Dahlberg, Toal, Swahn and Behrens (2005) which I adapted and 
finally, social competence is measured using a modified and adapted version of the 
Parent-Social Competence scale from Conduct Problems Prevention Research 
Group (1995), the teacher version of this scale was used in the Flook et al. (2015) 
study. Modifications and adaptations to all scales included changes in language, 
using only some questions and adding in my own questions and other changes to fit 
the context. Other general questions on the survey used a five-point Likert scale 
asking participants to rate their perceptions and experiences with mindfulness and 
well-being. The pre and post questionnaires are found in Appendix 4 and 6 
(Parents’ Surveys). Please note the first two questions on Appendix 6 were not 
asked to Waitlist Group parents. 
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The teachers’ survey was developed using similar aspects to the parent survey. 
However, I felt it was too much of a burden to ask teachers to score each child in 
their class and I was also interested in learning about the overall feelings and 
perceptions the teachers had of their class as a whole. As a result, I asked a variety 
of more general questions using a similar five-point scale as with the parents’ 
survey but then used an 11-point scale for the pre and post comparison items about 
mindfulness characteristics, kindness, focus and emotional management. I decided 
to use an 11-point Likert scale to include possible variance in whole class 
perception by the teacher since the higher number of categories may be more 
meaningful to the teachers and used a scale of percentages from 0-100% with 10% 
intervals. Scales with more than five-points can reduce issues such as leniency 
bias, which refers to the attitude of the raters, and their bias towards not putting a 
low mark on a scale, and the ‘halo effect’ which is more personal and means the 
rater may mark what they perceive as a good or desired response (Pease, 1988). 
Since the teachers had to generalise a large group of children in one question, a 
larger scale was thought to be more revealing. See Appendix 5 and 7 (Teachers’ 
Surveys).  
The pre-survey was followed by semi-structured group interviews as was the post-
survey.  Classroom documents, which were part of the regular curriculum are 
described below and were collected. Analysis, including children’s perspectives, 
was compiled as a Mosaic approach (Clark, 2017), revealing experiences with 
mindfulness and kindness during the intervention. I then synthesised and 
triangulated the research from three perspectives with all the data listed above. 
Figure 3 shows the Mosaic approach to this study. 
3.72 Pilot Phase Data Collection Methods  
A pilot study took place that evaluated the usefulness and effectiveness of the 
survey instruments to ensure questions were clear and could be answered (Fink, 
2008). Twenty parents not related to this sample but from another school within the 
group of schools associated with this study filled in the parent survey, and ten 
teachers also from a linked but different school within the group completed the 
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teacher survey as a pilot test. Ten parents and five teachers were also asked to fill 
in the pilot survey again one week later to test test-retest reliability. The parent 
survey found three questions with double negative wording challenging for 
participants to understand, therefore; I updated those questions. There were no 
issues with the teachers’ survey.  
 
Figure 3: Mosaic Approach of the Current Research Study 
      
       
     
   
   
Adapted from Clark (2017) 
 Observation  


















The pilot study ensured there were no issues in the language, understanding of 
questions, and to ensure the survey elicited the information as intended. The survey 
was then distributed to all parents and teachers with envelopes to keep responses 
confidential. 
 
3.73 Mindfulness Teacher Training 
All teachers took part in a two-day face-to-face training programme before the 
intervention as part of their regular professional development programme. Teachers 
were also encouraged to develop their mindfulness practice alongside the 
curriculum intervention. Teachers had gap tasks such as readings, video and apps 
to help develop their mindfulness strategies. Teachers were encouraged to take the 
online Palouse MBSR programme or a local MBSR or other mindfulness 
programmes to develop their own practice. Palouse Mindfulness (n.d.) is a free 
online version Kabat-Zinn’s eight-week MBSR course that anyone can work through 
at their own pace. Goodman and Kaiser-Greenland (2009, p.424) indicated that 
‘children learn to build their own mindfulness skills more effectively when the adult 
embodies mindfulness. Having and maintaining an established mindfulness practice 
is a prerequisite for this work’.  
 
Each lesson had a detailed lesson plan with suggested resources. These were all 
explained and discussed during the teacher training sessions. I designed the 
curriculum, along with input from other mindfulness practitioners and incorporated 
activities related to the breath, focus, kindness and empathy adapted for 
preschoolers. 
 
Research from Wolf (2000) and Goodman and Kaiser-Greenland (2009) was 
considered when designing the curriculum along with best practices in early 
learning. During the intervention itself, weekly meetings were held to discuss the 
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upcoming week’s lessons and ensure the teacher had a clear understanding of how 
to implement the lessons and all the resources required. The mindfulness lessons 
used a curriculum that promotes well-being with activities that support the 
development of empathy, kindness and focus and attention. Resources were 
sourced and provided. Teachers planned together each week and shared ideas and 
reflections of their experiences with each other.  
 
 
3.74 Intervention Groups 
Cappella, Massetti, and Yampolsky (2009) note that creating model scientific 
conditions in a school environment for research purposes is extremely challenging. 
They state this difficulty is due to many factors including classroom division and 
challenges such as not being able to create a randomised allocation of students to 
interventions. I agree with this and when working with schools, I did not wish to 
implement artificial circumstances, but to explore and learn from the process and 
examine whether the implementation of a mindfulness curriculum is worthwhile from 
the perspectives of parents, teachers and the young students themselves without 
forced, contrived actions such as dividing the class. However, I did note that many 
previous studies recommended RCT in MBIs (Greenberg and Harris, 2012; Flook et 
al., 2015) and thought if it were possible without causing interruption or unethical 
circumstances, it would be beneficial to be able to compare two groups to determine 
any differences pre and post-intervention. 
The schools in this study often share resources among the school group in order to 
meet budget concerns, and within the larger schools it is routine for one class to 
take part in a curriculum aspect, while another class takes part later. For example, 
with physical education equipment, one group has curling while the other group has 
basketball, and then they swap after four to eight weeks. Another example is with 
the reading programmes schools share sets of guided readers and so run different 
curriculum at different times. 
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School management preferred for all schools to participate in the initial mindfulness 
intervention. This decision was due to parents comparing school information and the 
competitive nature of schooling in Hong Kong, as discussed on Chapter 2. 
Therefore, only the three schools which required additional resources, due to the 
higher number of classes in those schools were selected to run the intervention in 
two groups, one in the first six weeks and one in the following six weeks. In all 
seven preschools, what I have labelled the Intervention Group, implemented the 
mindfulness curriculum during the research period. In the three schools with large 
numbers of classes, another group of classes, labelled the Waitlist Group, ran 
business as usual (BAU) during this phase and were waitlisted for the intervention. 
After the initial research intervention, the Waitlist Group ran the 6-week curriculum; 
however, these results were not measured during this research. This procedure was 
implemented for several reasons, 1) to minimise the expenses of the resources for 
the curriculum which included books, art materials and toys and 2) to allow for 
comparison between groups, albeit with a much smaller second group. 
The schools had classes based on the age of the students. There were four levels 
per school 2-year-olds, 3-year-olds, 4-year-olds and 5-year-olds. No two-year-old 
classes participated in this study as this class has children joining continuously 
throughout the year and it would be difficult to manage the intervention. Four of the 
seven schools only have one of each age level class (3-year-olds, 4-year-olds, 5-
year-olds). The other three schools have different class arrangements. Table 1 
indicates the number of classes at each level in each school, and which classes 
were in the Intervention Group and Waitlist Group. To ensure ethical equality to 
students, all the Waitlist Group classes received the same six-week curriculum 
delivery following the first intervention while the Intervention Group students 
implemented BAU lessons, meaning that all children received the same curriculum 
but at different times.  
 
Control groups have benefits and considerations and are quite a controversial topic, 
especially in educational research. As discussed before, much of the research in 
mindfulness is critical of those studies that do not use control groups (Van Dam et 
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al., 2017) and so I decided to include a Waitlist Group that was feasible without 
disturbing the regular school routines. The purpose of a control group is to ‘estimate 
the differences in outcomes between a group of students that was exposed to a 
program and an equivalent group that was not exposed’ (Schanzenbach, 2012 
p.227). Schanzenback says some of the potential downsides or issues with control 
groups are the ethical considerations of one group waiting, or not ever having the 
opportunity to experience a positive program, for example. However, this is 
assuming that the programme will be beneficial. Other limitations of control groups 
are that the Hawthorne effect (which is that the experience of being in the control 
group changes one’s behaviour once one knows they are under scrutiny) may occur 
(Schanzenbach, 2012). Researchers must consider the ethics of placing children in 
different groups and ensure that first, no harm must come from the research and 
secondly, efforts must be made to ensure the well-being of all involved and even 
ensure the maximum benefits for all involved, known as beneficence (Mertens, 
2012). This is discussed further in section 3.10. 
 
3.75 Pre-and Post-Surveys 
The survey, in this instance, determined general information on their parents’ and 
teachers’ knowledge, practice and perceptions of mindfulness using Likert-type 
scales. I decided to use a survey for several reasons, including the ease for parents 
and teachers to fill out the required paperwork without overburdening them. 
I produced a survey questionnaire which was photocopied and distributed to the 
teachers and parents who agreed to participate. Parents who had more than one 
child received the number of copies corresponding to the number of children 
enrolled in the school so they could indicate their perceptions for each of their 
children pre- and post-intervention. There was a return of a total of 369 surveys 
from both the Intervention Group and the Waitlist Group, in other words all 
participants during the pre-intervention and 352 surveys in the post-intervention. 
This difference was due to nine surveys not being returned and one child who 
moved into the bilingual programme the school group also runs. A total of 63 
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teacher surveys were returned from teachers in both the Intervention Group and the 
Waitlist Group, that is all teacher participants, pre-intervention and 62 post-
intervention due to one teacher being on long term sick leave. 
Table 1: Intervention and Wait List Groups 
 Number of classes in each school, per age group, displayed 



































#A 1 0 1 0 1 0 
#B 1 0 1 0 1 0 
#C 1 0 1 0 1 0 
#D 1 0 1 0 1 0 
#E 2 1 1 1 0 0 
#F 2 1 2 1 1 1 
#G 1 1 1 1 1 1 
 
From the table above you can note that schools A, B, C, and D had one class in 
each age group, so all participated in the Intervention Group. In contrast, schools E, 
F, G had multiple classes in some age groups so had both Intervention and Waitlist 
groups.  
Participating parents received the survey questions in the form of a printed paper 
sent home with the student in the student’s folder where notices and other critical 
information were regularly sent home and returned to school. To ensure privacy, 
parents also received envelopes. Teachers reviewed these folders daily. Returned 
surveys were sent to the office and given to me for analysis. The teachers received 
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the form and an envelope and returned their surveys in a staff meeting at each 
school. 
This table shows how the sample was divided to gather data. 
Table 2: Participant Numbers 
 Parents Teachers Children 
Total population 587 67 631 
Participants   
parents with more than one 
child are treated as separate 
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3.76 Pre- and Post -Semi-Structured Interviews 
Some concerns came about when planning for the interview data collection. 
Although most parents could write fluent English, some may have been more 
comfortable explaining ideas at a deeper level in Cantonese. To solve this issue, a 
Cantonese translator was available to translate any words or explain concepts in 
deeper breadth during the interviews. The translator was a member of one of the 
School’s Boards. She was completing a research degree herself and practised yoga 
and mindfulness personally. 
The semi-structured interviews comprised the ten criteria of proper interview 
techniques from Kvale (2007, p.91), are ‘to be knowledgeable, structuring, clear, 
gentle, sensitive, open, steering, critical, remembering and interpreting’.  I took the 
time to review for sensitive areas in the interviews and to make certain that teachers 
and parents did not feel obliged to answer any uncomfortable questions. Cultural 
considerations were also taken into consideration. These considerations included 
seating arrangement, formal introductions and a thank you ceremony for research 
subjects, who then received a thank you card. 
Qualitative data collection methods included written responses to the research 
questions, individual interviews, or focus group interviews. I selected focus group 
interviews since this would enable a broader range of ideas to be collected in one 
setting. This method may also be a more convenient method for parents to provide 
question responses, compared to writing lengthy notes. Also, the teachers 
participating in each school were in small enough groups to manage the focus 
groups in one or two sessions per school. I was familiar with, and often ran focus 
groups in my professional work and so felt comfortable to do these interviews 
without a pilot trial.  
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This interview time was when I asked questions, heard stories and felt the emotions 
of the participants. I planned the interview questions based on the initial data 
gathered from the pre-surveys and from other crucial information that was vital in 
order to learn about things that could not be determined in the quantitative survey, 
all while keeping in mind my research questions. 
I conducted pre-interviews in-person and post-interviews were done over Skype. 
This method was due to the cost, as it was too expensive to remain in Hong Kong 
for the duration of the study. I was based in Hong Kong for four weeks of the study 
and afterwards documents were couriered to me in Canada. 
 
3.77 Parent Semi-Structured Interviews in Focus Groups 
In the consent letter, I asked subjects for their willingness to participate in semi-
structured interviews in focus groups. In order to delve deeper and explain the 
information that I gathered from the survey data. From those that replied, a sample 
of up to eight parents per school whose child was in the Intervention Group were 
randomly selected. Interviews took place in the schools before pick-up time to make 
it more convenient for the parents. A total of 55 parents were interviewed pre-
intervention. Fifty-four parents were interviewed post-intervention due to one parent 
not being able to make it, on the dates of the interviews, which resulted in seven 
interview groups and fourteen sets in total of interview data, pre and post 
intervention These parents were all from the Intervention Group. The data from 
those parents who only attended one interview was still included due to the complex 
dialogue interactions within the quantitative data, (see Appendix 8 and 9 for pre-
interview initial questions and Appendix 10 and 11 for post-interview initial 
questions).  
The interview protocol for each set of interviews included digital recordings and 
transcriptions of the interviews. This protocol included greeting the participants and 
thanking them for their time and insights. I started each focus group with a short 
review of the purpose of the study. The development of the interview questions was 
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with the constructivist research idea of laddering or pyramiding to go further in-depth 
and learn more while keeping the questions open and fluid. I used both laddering up 
and laddering down, common methods in constructivist research to gather relevant 
information. I began by asking questions from the prepared list, phrased in open-
ended, fluid formats such as: 
Tell me more…. 
 Can you give me an example of…? 
 So, you are saying….? 
 Why is that then?  (Denicolo, Long and Bradley-Cole, 2013) 
The time allotted for each interview was forty-five minutes and interviews ranged 
from forty-six to fifty-nine minutes. 
 
3.78 Teacher Semi-Structured Interviews in Focus Groups 
One of the difficulties of interviewing the teachers was finding a suitable time for 
them to meet. Teachers agreed to meet in two groups in some larger schools and 
one group in the smaller ones. The meetings were agreed at times the staff of that 
school thought best, which varied from afterschool, a Saturday morning to lunch 
breaks. 
This resulted in nine interview groups in total and a total of eighteen sets of 
interview data pre- and post-intervention. A total of 61 teachers attended the pre-
intervention interviews from both the Intervention and Waitlist Groups and 47 
participated in the post-interview interviews from the Intervention Groups. These 
meetings also followed the same protocols as the parent interviews. However, the 
focus of questions was slightly different as seen in Chapter 4. Interviews lasted for 
about sixty-minutes per group, with a range spanning from fifty-four to sixty-two 
minutes. All the interviews were recorded and transcribed. 
 
3.79 The Intervention 
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Teachers used the MindBE curriculum for this intervention which was a bespoke 
programme created for the group of schools. Students had three, fifteen minute 
sessions per week plus one more extended period per week of thirty-minutes for 
integrated mindfulness art projects, journal drawing or lessons that required a longer 
time frame. The curriculum also included mindful moments throughout the day 
which included ideas such as taking deep breaths at transitions and ringing the 
mindfulness bell to ground the students, drawing attention to sounds, and mindful 
walking during transitions. Additionally, since children have a specified snack time at 
these schools, mindful eating was encouraged, and mindful movement was 
incorporated into all PE classes for five minutes at the start of the lesson. The 
curriculum was made to be appropriate for the attention spans and research on how 
young children learn best by following on the research of others.  For example, 
Goodman and Kaiser-Greenland (2009) stated that young children have short 
attention spans, so completing short reflective practices frequently, is most 
beneficial to children and this curriculum offered many short practices for 
optimisation. Also, Gascoyne’s work (2016) who advocates the use of sensory 
activities to develop young children’s well-being was included with many sensory 
activities including the sense of smell, taste, touch and hearing were included.  Also, 
like Australia ‘s Early Years Learning Framework, which emphasises a robust, 
holistic interdependence with a child’s mind, body and spirit in regards to their well-
being (Australian Government Department of Education, Employment and 
Workplace Relations, 2009) this curriculum considered the developmental levels 
appropriate to young children in regards to the activities planned and included an 
array of engaging activities. As Erwin (2017, p.66) states ‘Incorporating the concept 
of being present disrupts the need for constant motion and activity by embedding 
stillness, calm and simply being (without doing) as an integral part of a young child’s 
life. Being fully present in each moment is one of the greatest treasures children can 
experience at an early age’. This curriculum takes into consideration these ideas. 
The curriculum was designed to consider the way young children learn and included 
many sensory and play-based activities as well as bibliotherapy, which is the use of 
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storybooks to aid emotional literacy. Lessons were developed to encourage the 
skills of paying attention, focusing on ideas like the breath, sound or movement and 
loving-kindness but mostly to capture children’s natural mindfulness, curiosity and 
playfulness. The parts of the curriculum that involve introspective practice increased 
each week to provide a slow and increased period of reflection similar to the Inner 
Kids curriculum (Goodman and Kaiser-Greenland, 2009). 
Activities included lessons such as focusing on their own breath by using practical 
activities such as breathing in by pretending to smell hot chocolate and breathing 
out by blowing it cool, finger breathing, using bubbles to breathe in and out, and 
using the Hoberman sphere as a concrete visual to aid breathing in and out. 
Listening activities included listening to a bell until children could no longer hear the 
sound, passing a tambourine without making a noise, listening walks and listening 
to our bodies. Prosocial activities and ideas linked to concern for others, included 
creating a kindness tree with messages of kind acts, making a kindness book, circle 
massages, passing a smile and storybooks. Mindful eating was included at snack 
time when teachers encouraged the children to eat slowly and notice the taste, 
smells and feelings and sounds (if applicable) of the food and once a week 
reflecting on where the food came from and expressing gratitude for this 
sustenance. 
Mindful moments that occurred throughout the day was a very important concept 
and included ideas such as pausing before the next activity, taking a breath during 
transitions, using the listening bell to refocus before a new activity or encouraging 
the teacher to reground themselves by using some of these strategies in order to 
show mindfulness through their own embodiment of the practices. The full 
curriculum and additional guidance materials are found in Appendix 12. Two 
classroom assessments were in the curriculum, as well as suggested four journaling 
activities for children. 
3.710 In-Class Assessments and Observations  
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Classroom Assessment 1 -Sharing and Kindness 
Students in the Intervention Group participated in a sharing assessment was part of 
the curriculum. Children received ten stickers. They could keep them all or share 
them with a friend; this measure was adapted from (Flook et al., 2015). A record 
was kept by the preschool teachers who observed what number of stickers the 
preschoolers saved for themselves versus how many they shared with others in a 
prearranged task completed twice during the intervention in the first and last week. 
Children paired up and then shared the stickers with their partner. Teachers 
instructed students to find a friend in class to share stickers with, roughly following 
the Flook et al. example (2015).  After pairing up, one child in the pair received a 
bag with ten stickers inside and was asked to share with their friend in whatever 
proportion they wanted. Teachers noted the number of stickers the child gave to 
their friend. This activity was repeated over several periods until all children had 
given their stickers out as they wished. It was repeated at the end of the 
intervention.  
 
Classroom Assessment Activity 2 -Kindness 
Students in the Intervention Group did this assessment to note whether children 
could name more acts of kindness than before the curriculum intervention. This 
measure took place in a circle time setting at the beginning and near the end of the 
intervention.  Teachers brainstormed acts of kindness with the children and scribed 
all the answers. This measure was done as a class not individually with 12 classes. 
Teachers discussed throughout the six weeks ways to be kind and built up kindness 
trees in the classroom and then children brainstormed. Teachers noted the 
differences in the number of items mentioned on each occasion.  
 
3.711 Children’s Journal Drawings/Writings and Voice 
I examined children’s drawings from the student’s journals on four occasions during 
the curriculum intervention from those in the Intervention Group. These journals 
were part of the children’s regular daily work and allowed the children to draw freely 
from a prompt or question relating to different parts of the curriculum. The teachers 
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asked the students about their drawing and scribed what the child said. Teachers 
then listened carefully and scribed what the child indicated their picture represented. 
The prompts to draw included ‘What is mindfulness?’, ‘How am I mindful?’, ‘Who is 
kind?’, and ‘How can I be kind?’. Scribing was an approach already used inside the 
school for the past two years. Teachers were trained on scribing children’s words 
and listening to the children’s voice in all areas of the curriculum and built 
documentation linked to the voice of the children. 
 
3.8 Data Analysis 
I will clarify how I analysed the data and the justifications for why I used such 
methods. Barbour (1999) stated that systematic and calculated collection and 
analysis is essential in every step of the data collection to ensure the results were 
more trustworthy and more cohesive than if done separately. The qualitative data 
collection took place after the preliminary quantitative analysis at each stage of the 
study and this enabled deeper insights, questioning and stories to emerge. Data 
were also analysed together to provide more validity to the research study, and to 
note where more depth could develop in the qualitative interviews.  Table 3 shows 
how the data answers the research questions. 
 
3.81 Quantitative Analysis -Survey Data 
For the quantitative survey data, I used a variety of statistical tests. 
Sample quantitative analyses included:  
1. Mean scores (plus standard deviation) on each subscale at pre-test and post-
test 
2. Change scores (post-test minus pre-test) on each subscale 
3. Frequencies – How many scored 1, 2, 3, 4, etc. on each item/subscale.  
 
After reversed scoring several items on the survey, in the first instance, I calculated 
frequencies and mean scores. This initial data was analysed pre-intervention and 
led to the development of questions in the semi-structured interviews. Items that 
101 
 
had interesting ranges, wide ranges or very narrow ranges were of most interest. 
Surveys can be found in Appendices 4,5,6 and 7.  I was also interested in analysing 
variances in the population, and the factors influencing those variances pre- and 
post-intervention. Each subscale on the survey was computed as the mean of their 
items. I then ran Repeated Measures ANOVAs to test pre- and post-intervention 
changes including any differences with groups and ages, as the information was 
required.  
Table 3: How Did the Data Answer the Research Questions 
Research Questions Data Analyses 
  
 
The research questions I 
was investigating were: 
1- How does mindfulness 
facilitate the development of 
children’s well-being 
dispositions in a Hong Kong 
international preschool 
context?  
2- What are the perceptions 
of teachers and parents in a 
Hong Kong international 
preschool context relating to 
mindfulness and its 
influences on children’s well-














3. How do preschool 
students in a Hong Kong 
international preschool 










context perceive the ideas of 




Regarding assumptions, normality was assumed under the central limit theorem and 
Mauchly’s test was used to assess variances sphericity; whenever sphericity was 
not guaranteed the Greenhouse-Geisser correction was implemented. RM ANOVAs 
can be especially prone to a breach of the assumption of sphericity (Field, 2013). 
Northern Arizona University (n.d.) stated ‘Sphericity refers to the equality of the 
variances of the differences between levels of the repeated measures factor. 
Sphericity requires that the variances for each set of difference scores be equal. Put 
simplistically, we assume that the level of dependence between pairs of groups is 
roughly equal’. Effect sized was assessed with η2, considering 0.08 as a strong 
effect size, 0.05 as medium effect size and 0.02 as low effect size. Significance was 
established at 5%. These were run on SPSS v.23 (Connolly 2007; Field, 2013; 
Salkind, 2016).  
 
3.82 Qualitative Analyses - Coding of Interviews and Justification for Using 
Coding 
Coding is a critical part of many qualitative studies (Auerbach and Silverstein, 
2003; Flick, 2014) and is an almost universal process in qualitative research 
(Creswell, 2015; Elliot, 2018). The coding process is like a puzzle, first one pulls it 
apart to find meaning and then one must recreate it in a meaningful way (Creswell, 
2015). Elliott (2018) believes that coding is not a one size fits all process and each 
researcher will make it their own. 
 
The justification for using coding comes down to time and sensibility, that is it takes 
a great deal of time and energy to go through hundreds of pages of data all while 
trying to make sense of it (Creswell, 2015). By coding, one can index, map or 
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catalogue data which leads to disparate data which then allows the researcher to 
make sense of them in relation to their research questions (Elliott, 2018). 
 
Braun and Clark (2006) and Saldana’s (2016) procedures for coding were used in 
this research study. Saldana (2016, p.4) stated ‘A code in qualitative inquiry is most 
often a word or short phrase that symbolically assigns a summative, salient, 
essence-capturing, and/or evocative attribute for a portion of language base or 
visual data’.  
As with most constructivist researchers, I coded my interviews both during and 
after my interviews were conducted. Coding involves a process of coding and 
recoding to refine categories and possibly subcategories from which researchers 
decide on themes or concepts to build or develop theories. Although Saldana 
(2016) mentions that some authors confuse the words coding and themes, he 
distinguishes them by stating that the theme is an outcome of coding, analytic 
consideration or categorisation.  
I kept a codebook with my list of emerging codes and their descriptions. These 
codes evolved as the interviews took place. As recommended by Saldana (2016), I 
manually coded as this is a smaller-scale study and I planned to work with the data 
in paper format. However, also as recommended by Saldana, I used some 
Microsoft search functions to find data that was useful. 
During the initial coding as the interviews took place, I checked in with another 
researcher, who served as the translator in the sessions to see if she had any 
insights to add to my coding. This additional person was useful as she is Chinese 
so could also advise some of the cultural relevance of what the parents had 
communicated. 
Once the interviews were completed, parents’ and teachers’ data were coded 
separately. I revisited all my pre-coding and went more in-depth to identify the 
concepts then themes that emerged. I analysed cross themes from these data 
between the two groups in the later analysis. The data that emerged throughout 
this analysis helped establish a clear picture of the participant’s thoughts, feelings 
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and perceptions related to the research questions. 
 
3.83 Qualitative Analyses of Children’s Drawings  
Saldana (2016) recommended using a holistic approach when coding visuals such 
as children’s drawings. I coded children’s drawings and analysed into recurrent 
themes as I felt it essential to include student voice in this research. Cook-Sather 
(2006) endorses the use of ‘student voice’ in new school initiatives. The words 
scribed by the teachers and those from the kindness leaves were part of this 
analysis.  
Triangulation and Synthesis of the Mixed Methods Data  
Data were analysed and synthesised to see if there was convergence and to better 
understand any divergence. Denzin (2006) suggests there are different types of 
triangulation including both method triangulation and data source triangulation both 
of which are found in this study. I used these forms of triangulation to contrast the 
findings and acquire a greater grasp into the phenomena and whether or not they 
agreed or disagreed and how they converged or diverged to give a fuller sense of 
the overall topic as advocated by Morgan (2013). 
Once the overall data were gathered. I first reviewed each piece systematically and 
separately, and then compared it systematically to the findings from other data. 
Boyatzis (1998)  agreed that in order for qualitative and quantitative research from 
various sources to be able to converge and make overall sense, thematic analysis 
can act as a translator between the two areas. The point of this triangulation was to 
understand the phenomena and gain greater breadth and depth in the topic. 
First, I analysed the data within the same category, for example, quantitative data 
from parents and then teachers. Next, I also examined the qualitative interviews 
from each of the parents and teachers separately. After I started to examine the 
data from a cross-method perspective, for example, the parents and teacher 
quantitative data was then compared and then the parents and teacher qualitative 
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data. Finally, all these data were synthesised together as a whole to see if the data 
agreed or contradicted each other and any notable similarities or differences.  
Next, the children’s work and measures were analysed separately and then 
compared to see if there was convergence in their work with findings from the 
parent and teacher data. Finally, all these data points were reviewed together noting 
where they agreed and disagreed, how strong the individual pieces were, and 
where they would fall when comparing and contrasting to the previous analysis and 
what picture emerged from the data as a whole. In fact, I believe that like Braun and 
Clarke (2006) that thematic analysis is a method for categorizing, analysing, forming 
and describing themes discovered in data sets. Data were analysed and 
synthesised to see if there was convergence. That is when looking at the general 
picture did the array data points make sense and did it offer a similar or divergent 
view on the research questions. This triangulation offered both breadth and depth 
into the analysis. 
 
3.9 Reliability and Validity  
Many researchers have declared quantitative methods reliable, but not holding 
validity, and qualitative methods being valid but not highly reliable (Britten and 
Fisher, 1993). Yet, by using a mixed methods approach and integrating both 
methods, the study gained strength and has greater reliability and validity. The 
model of trustworthiness developed by Lincoln and Guba (1985), which is 
appropriate for an interpretative study such as this one includes credibility, 
transferability, dependability and confirmability. Each of these areas is discussed in 




Reliability concerns the ability of a study to be reproduced and produce the same 
results as the original study or in other words, the consistency of the results over 
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time and the accurate representation of the population the study was designed to 
measure (Joppe, 2000). Furthermore, reliability is what shows researchers that a 
procedure does not have errors in its measurement; the more errors there are the 
less reliable the measure is (Fraenkel and Wallen, 2003). From a qualitative 
perspective that the study is repeatable is an important aspect of reliability. As 
mentioned above the test-retest reliability was high, which Charles (1995) details as 
consistency or stability within the questionnaire and it is a component of reliability.  It 
is essential to note here that a philosophical perspective is present in this research. 
My values and beliefs, including honesty, having multiple perspectives and being 
open-minded, have created this approach and the confidence that this is the best 
method to gather data.  
Cohen and Crabtree (2006) state that researchers often assume that bias in 
research is unwelcome; however, they also point out that according to Malterud 
(2001) preconceptions to issues and ideas are only bias if the researcher neglects 
to discuss them and that they are in fact, different concepts. This is a very valid 
point in my view because it is unrealistic to think researchers can just remove their 
preconceptions; however, I agree it is important to raise these issues, examine them 
and bring them to the forefront. My biases and previous experiences working in this 
context have led to the creation of this research project, and I see this as an 
emerging investigation which may continue. Ensuring I was reflective and self-
aware throughout the study was essential. Examples of how I integrated this 
reflexivity into my research are vast, for example, I reflected and examined what 
path has led me to want to study this research, what thoughts, assumptions and 
validations have I felt from a long career working in the field of social-emotional 
learning. I was aware that as a champion of social-emotional learning I might be 
prone to wanting to find programmes that work and help children in this area. I 
examined how I might reduce this bias. I did this by studying and reading many 
critics of mindfulness, wellness and social-emotional learning in education and 
carefully considered those views alongside my own. In fact, I found this type of 
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reflection did lead me to question some of my own perceptions and change my 
views at times. 
The potential bias of researchers is a substantial issue when it comes to the 
trustworthiness of a research study. Therefore, staying humble, being reflexive and 
thoughtful, spending adequate time preparing and collaborating with others so that 
triangulation is in place are vital steps for researchers to avoid bias (Poggenpoel 
and Myburgh, 2003). Cohen and Crabtree (2006) describe reflexivity as being 
aware of the effect of each step of the research on the researcher themselves and 
the research process through an attitude of systematically being aware of the 
knowledge construction process one is partaking in.  Careful notes and files were 
kept ensuring data were accurately recorded. I was careful not to present any bias 
and to ensure that the interviewees felt comfortable and confident answering 
questions.  As Cohen and Crabtree (2006) note that each researcher will use 
different perspectives, which could lead to different developments in a research 
project. However, they point out that each of these approaches could be equally 
valid. In fact, they state that rather than hinder the reliability of a study, those 
different perspectives could provide a richer way of interpreting complex data. 
Confidence in the truth of the findings, sometimes called the credibility of the 
research, is shown by embracing the trustworthiness model. In fact, ‘credibility 
addresses the “fit” between respondents’ views and the researcher’s representation 
of them’ (Tobin and Begley, 2004 as found in Nowell et al., 2017). Many of the ideas 
suggested by Lincoln and Guba (1985) to show credibility have been completed 
during this research. For example, prolonged engagement, means utterly 
understanding and appreciating the context. This was achieved by my long-standing 
relationship with Hong Kong kindergartens, my work in the field of mindfulness and 
also my intention to engage, be present and interact with the participants of this 
study, in the context of learning of their experiences and views. I also had to be 
aware and rise above my own preconceptions, or let them be known,  and build 
trust with my participants, the staff I was working with and other academics during 
the process as advocated by Cohen and Crabtree 2006). Finally, I was able to 
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account for distortions in the data, for example, when participants after gaining more 
trust were more able to open up and tell their stories with more confidence.  
Examples of how I navigated this reflexivity were to ask myself questions such as 
‘What led me to that perception?’ and ‘Why did I conclude that?’. By asking myself 
these two questions throughout I was able to notice the times when I may have 
been leaning into my preconceptions and I was then was able to redirect to a more 
neutral stance. For example, during the study, I reflected and noted that I had 
expected parents to be quite negative about the prospect of the mindfulness 
programme, as my preconception was it would lower children’s academic contact 
times, but after speaking to the parents, I had to re-examine why I had thought that 
and how that may have steered my initial questioning as although some parents did 
object, many parents were also supportive of such a programme. Keeping a journal 
and constantly asking myself if I was bringing in assumptions helped me to notice 
these preconceptions and then course correct. 
           Persistent observation is another area where trustworthiness might be needed to 
show depth. Lincoln and Guba (1985) indicate that prolonged engagement helps 
the researcher and the readers of the research to be open to multiple influences 
and for the researcher to recognise those elements or parts of context that are 
most applicable and then being able to focus on that in detail.  This was done by 
examining the preliminary data first and gathering those points of influences to 
examine further, as the research developed over time, I was able to pinpoint more 
interesting and relevant questions to ask in our final interviews and focus groups  
through this persistent observation.  
          Member checking was used to check the general ideas from the focus groups were 
accurate from the perspective of the focus group members. This was done by 






‘Validity is defined as the extent to which a concept is accurately measured in a 
quantitative study’ (Heale and Twycross, 2015, p.66). Delving further, Bryman 
(2008) indicated that quantitative research includes validity, reliability, replicability 
and generalisability, whereas he indicated qualitative researchers look for 
transparency, relevance to users and reflexivity. While Creswell and Clark (2007, 
p.146) indicated that ‘because researchers collect, analyse and interpret both forms 
of data, traditional approaches to validity should not be minimized in mixed methods 
research’.  
Lincoln and Guba (1985) describe one way of garnering external validity by what 
is termed ‘thick description’. This means recounting and explaining your research 
project in enough detail that a reader or other researchers can realise how to 
evaluate whether the conclusions of the research project would be transferable to 
different contexts or settings. Lincoln and Guba (1985) state this is one way the 
trustworthiness model can relate to transferability. My study was written in much 
detail or thick description as possible, in order to allow it to be replicated, for 
example, the full intervention is included in Appendix 12 along other details 
mentioned in Chapter 3. As a result, I am confident this research would be 
transferable to other Hong Kong International Preschool contexts.  
Lincoln and Guba (1985) also indicate that credibility, dependability and 
confirmability can all be helped with triangulation of data which is what took place in 
this study. In fact, O'Donoghue and Punch (2003) indicate that the main aim 
of triangulation is to increase the credibility and validity of the findings, so it is a 
method of cross-checking data to find regularities or irregulates from multiple 
sources. I employed in-depth methods of triangulating the data from a rich 
background of sources including data from parents, teachers and children as well as 
pre and post and qualitative and quantitative data which resulted in a high level of 
triangulation. Dependability is created by showing a reasonable, replicable and clear 
process of documentation. This was done by explicitly describing the steps of the 
intervention and providing all the documentation linked to the intervention.  
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Zohrabi (2013) stated that internal validity examines the congruence of reality 
against the study findings. In other words, it looks at how closely the researcher 
measures and examines that which they stated was designed to be examined and 
measured. External validity is the degree that this research is generalisable to other 
preschool settings.  
Internal validity or face validity ensured that the survey instruments and interview 
questions were clear and unambiguous. The pilot study tested the proposed 
instruments. Adjustments were made to the survey questions as required to ensure 
validity by rewording questions that participants noted were unclear. These tended 
to be questions with a double negative which were then reworded. 
 
3.10 Ethics 
The research study was approved by the University of Bath’s ethics committee 
before it was initiated; thereafter, it followed the British Educational Research 
Association (BERA) guidelines (BERA, 2011). Several issues noted by Shamoo and 
Resnik (2015) relate to the ethics of this research including human protection, that is 
ensuring no harm would come about to participants, social responsibility, that is 
ensuring that research takes place to promote social good and not cause harm,  
confidentiality of all documents, communications and names, and objectivity, that is 
disclosing any personal or financial ties to the research. 
 
Regarding the issues surrounding confidentiality and anonymity, informed consent 
was obtained (Appendix 2, 3); as recommended by Sarantakos (2005), and contact 
details such as my email and phone number were provided if the participants 
required further information before deciding to participate. The consent document 
indicated who I was and why I was conducting this research.  It also informed 
participants about the procedures of participating, the purpose of the research, the 
amount of participation expected and an assurance concerning the confidentiality of 
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the results. This document also guaranteed that the parent or teacher could 
withdraw, if needed, at any point without providing any reason.   
 
Permission was also sought from parents to examine their child’s classroom work 
and documents for this research. This examination of classroom documents would 
cause no harm. Since the mindfulness curriculum was to be implemented 
regardless of this research and as part of the regular school development plans, in 
discussion with my supervisors, it was determined that parental permission was 
sufficient to examine the classroom documents, assessments and work. However, I 
fully believe that children’s consent to share their work, for example, in their 
portfolios or on displays, or to have their photo taken, as well any consent to any 
physical contact is vitally important. These type of consent procedures were already 
in place in the schools and children had the option to say no if they did not want to 
share their work or have their photo taken as part of the regular ethos of the 
schools. Teachers had been trained on obtaining children’s consent and teaching 
children about consent in different areas of their lives and Article 12 of the United 
Nations General Assembly (1989) which discusses children’s rights, and all schools 
had and a policy in place on such matters. In line with the regular school policy, 
children’s permission was sought to share their drawings and voice for this project.  
 
This research paper does not include the names of the schools or the participants. 
All names were secured in a confidential manner and not disclosed by creating an 
identifier code for each participant. Coding with identifiers was also used to conceal 
names of schools and other identifying factors. Pseudonyms replaced any names 
mentioned in the interviews or children’s drawings in this document. I assured 
parents and teachers that only I would come to know the end results, and these 
would not be shared with the management of the schools or with any other person. 
Moreover, I asked participants in the focus group interviews to keep the information 
they shared in a confidential fashion. Data that identifies individual participants was 
destroyed after analysis, as recommended by Fink (2008). I invited participants to 
an optional session to discuss the study findings. A thank you letter was sent to all 
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participants. Ensuring the confidentiality of these results was crucial to the ethical 
base of this study.  
 
Regarding the issue of human protection, Begoray and Banister (2012, p.4) indicate 
that reflexive researchers ‘attend to an ethic of care’ when working with participants.  
They also indicate that a researcher should be reflective about their duties towards 
participants and engage in mutual dialogue and understanding to ensure this 
happens. In face-to-face interviews, I used the utmost care to ensure participants felt 
safe and secure. Carefully worded questions were framed and as the interviews 
proceeded, I asked the participants if they were feeling comfortable; thereby, 
ensuring the questions caused no harm. I was aware that questions discussing the 
stress in Hong Kong society may be a trigger or induce stress in the participants so 
took care to frame these questions and steer the discussion from spiralling into a 
depressive state. Burke Draucker, Martsolf, and Poole (2009) suggest that some 
protocols to reduce such stress include consistently monitoring of participants' 
emotional reactions, offering breaks if needed and debriefing participants and these 
were all in place. 
Other ethical issues that informed the design of the intervention included wanting to 
ensure all children were involved and experienced the intervention, so both 
intervention and waitlist groups did receive the intervention, albeit with slightly 
different timings. This approach is in line with common ethical practice in research 
which advocates for waitlist groups to be used to ensure equal opportunity in mental 
health interventions (Leschied, Saklofske and Flett, 2018).  
Finally, as I pointed out earlier, I shared my ongoing relationship with the preschools 
and my role in Chapter 1 and below in the Limitations section. I have received no 
financial compensation for this research. 
 
3.11 Limitations  
In order to be reflexive, I would like to acknowledge some of my biases and 
preconceptions. Firstly, I am a consultant and an ‘insider’ in this group of schools 
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and so have my own thoughts, expectations and background concerning what is 
possible within this organization. I was also the main designer of the curriculum 
used in this study which could present bias, as my objective is to always run 
beneficial programmes for the students I work with and that would mean I would 
hope the programme would be worthwhile. In stating that, all programmes used 
within this school group were bespoke, and this was no different and to be used 
internally within the group; however, I had to constantly reflect on this area to 
ensure my perceptions of the results were not skewed. Drake and Heath (2010) 
noted that being careful to remain objective and maintaining a critical stance during 
the data gathering and analysis process is vital for researchers. I retained my 
objectivity, although I am an ‘insider’. I maintained an objective distance from the 
preschools as they did not employ me and by being aware and reflecting at each 
stage on my thinking and biases. I did this by employing the Lincoln and Guba 
(1985) model of trustworthiness in this research as discussed earlier in this chapter.  
The sampling process and the analysis of quantitative data in this study lead to 
inferential rather than causal findings and conclusions. Therefore, these results 
should only be taken as indicative and may not be relevant to broader applications.  
Finally, the conditions of the design allow for non-blind parent and teacher reports, 
i.e. each participant knew whether or not they belonged to the Intervention Group or 
the Waitlist Group.  
 
3.12 Summary 
This section of the study described the methods to be used in order to gather the 
data and how it was analysed. A mixed methods approach was employed to 
triangulate findings pertaining to the three parties: children, parents and teachers, 
using a variety of qualitative and quantitative data. Surveys focus group interviews, 
children in-class measures, drawings and their voices scribed by the teacher are 
included in this analysis. 
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Chapter 4: Findings 
 
4.1 Introduction 
This chapter examines data associated with my research questions and my 
findings. I discuss the quantitative and qualitative data and present any links amid 
the collection and interpretation of both using a mixed methods analysis and Mosaic 
approach.   
The chapter is laid out sequentially, taking the reader through the process of the 
research in the order it occurred. Described first in this chapter are findings from the 
initial parental and teacher survey results. Analysis of initial survey results examined 
responses for theoretical relevance that warranted further investigation. This 
analysis of the initial survey responses led to the development of the parental and 
teacher semi-structured interview questions. Next, I outlined the concepts and 
themes discovered in the interviews in detail. After, I examined data from the 
classroom documents that included children’s drawings, children’s voice and 
teacher observations. I analysed the findings of both parent and teacher post-
surveys and interviews. Finally, I combined all the data together and analysed and 
triangulated the findings.  
 
4.2 Parental Pre-Intervention Findings 
The first step in the data collection was the dissemination of the survey and the 
collation of the results. The survey purpose was to collect general information and to 
prepare for the semi-structured interviews which followed and to gather pre-
intervention data that could be compared post-intervention. The teacher and parent 
surveys and interviews were concurrent, but I present parent and then teacher data 





4.21 Parental Pre-Intervention Survey Results  
The data from the presurvey for parents show results from both the Intervention 
group and the Waitlist Group combined, that is all parent participants. This was 
done to gauge the levels from the whole dataset of parents. One of the initial 
findings was that parents were quite divided in their current knowledge of what 
mindfulness was. When I examined the data, I saw that parents have quite varied 
responses to the statement ‘I am familiar with the term mindfulness’ with a range 
across the possible scores. Only 7.9% of parents indicated they ‘practice 
mindfulness in their daily life’ as most true; however, again there was a range 
across the scores. This statement links to the findings of: ‘My child already practices 
mindfulness’, not surprisingly parents who were more familiar with the term say their 
children have a mindfulness practice, although a lower rate than themselves. As a 
reminder, the scoring system rates 1 as least true and 5 as most true. See Graphs 
1,2,3, and 4 below.  
Graph 1: I am familiar with the term mindfulness         Graph 2:I practice mindfulness in my daily life                
  
 
Graph 3: My child already practices 
mindfulness 
Graph 4: I believe it is important for preschools 
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When I analysed data related to the statements of whether parents believed it was 
important to develop well-being dispositions in their children, I found the results 
showed the majority of parents reported strong feelings that these concepts were 
important preschool. For example, 66.12% of parents indicated that they believe it 
to be most true that it is important for preschools to teach children to be kind. See 
Graph 4, 5 and 6. 
Graph 5: I believe it is important to teach 
children how to focus their attention 
Graph 6: I believe children need to learn 
skills to improve their self-regulation 
  
 
While the data was highly positive in indicating that parents want these skills to be 
part of preschool, the data cannot explain what parents think that would look like or 
what expectations they would have, in each area examined. This area was vital to 
delve deeper into in the interviews as from my professional experience parents in 
Hong Kong might want these skills to be taught but they also might not want 
academic time to be reduced to accommodate this. Therefore, it was important to 
explore their feelings and see what the responses were. Also based on the literature 
(Wong and Rao, 2009; Rao and Li, 2009; Rao and Koong, 2000), I wondered if 
parents would be willing to allow for this learning as children grew older and more 
preparation for primary school was thought to be needed.  
Yip (2016) showed that Hong Kong students experience high levels of stress, I was 
interested to learn more about the apparent stress of Hong Kong students and to 
see if parents perceived Hong Kong as being a stressful school environment and, if 
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One of the findings that came out of the survey was a very high portion of parents 
believed Hong Kong children experienced more stress than their Western 
counterparts. 49.86% and 28.22% of parents rated this a four or five where five was 
most true and one was least true.  Less than 6% of parents scored this a one or 
two. See Graph 7 below.  
Graph 7: I believe that Hong Kong students experience greater levels of stress 
than those in Western countries 
 
 
4.22 Linking the Initial Pre-Survey Results to Development of Parental Semi-
Structured Interview Questions 
The next step was to develop the questions for the semi-structured interviews based 
on the data. One area to learn more about were the differences in mindfulness-
awareness and practice within the parent population. I was curious to hear what 
types of practice and awareness parents had and how they transferred that to their 
children. I also wanted to explore what those parents who had no knowledge of 
mindfulness were thinking about this curriculum coming to the school.  
 
Another area I was particularly interested in learning more about was the high levels 
of stress parents reported they believe Hong Kong children experience and how this 
linked with Bronfenbrenner’s ecological systems theory. It was important to know 
what contributed to this stress and when it started. It was important to explore the 
activities that children did afterschool and, on weekends and if this also affected 
stress in any way. Chan (2010) and Chun (2003) explored that there was some 
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stress linked with the transition to primary school and I felt it appropriate to explore 
this further, too.  
Another key area to explore was how parents viewed the mindfulness curriculum, 
whether positively or negatively.  I acknowledged that there is only a limited time 
during the day but wanted to explore the priorities parents felt were vital in their 
child’s schooling, after the survey results showed such high results for areas linked 
to well-being to be taught to young children. I also was interested in this topic due to 
the research from researchers (Rao and Koong, 2000; Pearson and Rao 2006; Rao 
and Li, 2009) showing that parents sometimes pushed schools to favour academic 
content over play or other non-academic content. Appendix 8 shows the questions I 
developed based on the survey data.  The focus group was conducted with selected 
parents from the Intervention Group; this was done so that we could compare the 
pre and post interviews later with the same group of parents whose children had 
experienced the intervention. 
 
4.23 Parent Semi-Structured Interviews in Focus Groups, Pre-Intervention 
After conducting the parent interviews in focus groups, with those parents the 
Intervention Group, nine concepts emerged with three main themes. The three main 
themes were 1) Alarm and Concern 2) Feeling Trapped in the System 3) Academic 
Concerns. Figure 4 shows a visual representation of the parent concepts and 
themes in a thematic map. 
The interview questions were helpful to steer the interview conversations, but parent 
participants brought up other issues which we discussed as well. This organic 
dialogue led to the collection of rich data.  
When we moved on to the measures for concern for others, empathy and kindness, 
self-regulation and focus, prosocial behaviour and social competence, interview 
responses identified that many parents found all these areas important. However, 
focus and self-regulation appeared to be areas that parents were most concerned 




Alarm and Concern   
One concept of concern that emerged among parents related to the general well-
being of children in Hong Kong. The participants brought up their own feelings of 
stress as well as the apparent stress of students, including young children. Although 
parents indicated that they felt stress became worse as students progressed in age, 
many acknowledged that even preschool was now a stressful time due to entrance 
exams to enter both preschool, as discussed by Rao et al. (2003), and primary 
school. Respondents said these young children’s lives were filled with preparations 
to ensure their child had the best chances possible of entrance to the best schools.  
Alarmingly, all but one group of parents raised the issue of suicides among local 
children, stating this was the result of the stress experienced by young people in 
Hong Kong. They were determined to work with schools, government departments 
and other resources to find a solution. Parents also noted they were not happy with 
the government response to childhood stress and suicides indicating that the 
government had not adequately addressed this problem. Once this conversation 
started in each school parents were very animated in their discussions and apparent 
fear of the situation. One parent was moved to tears in this discussion saying she 
feels very worried about the state of the education system and how it will affect her 
sensitive child.  
 
The fear of failure that children experienced was another concept that developed 
among parents. Parents stated that children were constantly under pressure and 
schools, even preschools, were competitive with many competitions such as music 
shows, storytelling, pageants and others and that the children want to be winners in 
every instance. Many parents said their child gets angry or upset if they do not win 
and this again places pressures on the students. Another area that emerged was 
the concept of hope. Parents exhibited hopefulness that mindfulness may be a 
positive solution to help their children manage their stress levels. Several parents 
noted that they as parents would also like mindfulness lessons and hoped that they 




































Fear of failure 
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These concepts formed the theme of alarm and concern. Parents spoke in emotional 
tones and had strong body language showing they were very worried and concerned, 
alarmed even at the current situation. Table 4 gives examples of the concepts and 
theme ‘alarm and concern’ from the interviews. 
Table 4: Samples of verbatim examples of parents discussing ‘alarm and 
concern’ 
Focus Group 1 Children are more and 
more stressed out. It is in the newspapers 
every day. We have many competitions in 
the schools and also the students feel that 
they cannot fail. 
 
Focus Group 4 I think that we need to 
teach our children to be happier and to 
know how they can be not feeling stress. 
This means the parents and the schools 
should work together. Nowadays it is very 
concerning for parents to read about the 
problems students are facing. 
Focus Group 1 School interviews make 
many parents and children feel a great deal 
of stress and we need to prepare for 
several years to get a good result. This 
period is very difficult for children and 
parents. 
Focus Group 5 I think well-being is a new 
topic in the education department. They 
need to address this as soon as possible 
because many students in Hong Kong feel 
very stressed out and they don’t know how 
to handle it. 
Focus Group 3 The government needs to 
fix this issue in schools. Several children 
commit suicide last year. This is a very 
worrying thing for us as parents. Also, 
those children were not failing; they were 
the top students, but they got a bad mark. 
Focus Group 7 I think that our students 
have much more stress than in the West. 
Our school system is you must take a test 
to enter even when you are two years and 
then you are working to enter a good 
primary school. It is very difficult for parents 
to manage this. 
Focus Group 2 Students are committing 
suicide in our society. It is terrible. We are 
so worried about that. I really want to know 
how to protect my daughter. 
 
Focus Group 7 Hong Kong children are 
more stressed for sure. In the UK they are 
playing and free but here they need to 
learn many things and keep up so they can 
survive the process. 
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Feeling Trapped in the System  
Parental stress was one concept that emerged. The highly competitive nature of school 
admission in Hong Kong was of great concern to the parents. Parents indicated feeling 
high levels of stress in that they cannot change the system and as a result provide their 
children with more structured learnings from a young age. Parental stress was 
discussed at length as parents struggled to find a way to help their child without 
revealing their own stress to their children. 
Another concept that emerged was related to afterschool activities and classes. Many 
parents stated that although they did not think taking their children to so many after-
school and weekend classes was good for their child, they felt they had no choice but to 
remain competitive. However, other parents disagreed and thought their children were 
lucky to be able to learn so much and take the many after-school courses. On average 
parents noted their child attends seven extracurricular activities per week. This links 
back to the research from Wong and Rao (2015), indicating that the highly academic 
nature of preschools is sometimes to the detriment of children’s well-being.  
Other concepts raised were concerns about wellness and lack of freedom their children 
experienced as a result of the school systems rigour and procedures.  Children lead 
very structured lives according to parents. These concepts formed the theme “feeling 
trapped in a system” due to the requirements to enter preschools and then primary 
schools and the pressure of not being able to remove oneself or one’s child from that 








Table 5: Samples of verbatim examples of parents discussing ‘trapped in the 
system’ 
Focus Group 1 Yes, my child has so many 
classes but this in Hong Kong style. We need 
to prepare for primary school interviews, and 
we need our children to learn more, 
Focus Group 6 Choosing the kindergarten is 
very important in Hong Kong. If you go to a 
good kindergarten your child can learn more 
and the school will help them to pass the 
interview for primary school.  
Focus Group 2 I feel very stressed out as a 
parent. I don’t know what can I do. This is the 
system in Hong Kong if I just ignore the 
system my child will lose all her chances and 
if I follow the system, she will be very busy. I 
try to not show my stress to her, and she 
seems to be happy. 
Focus Group 6 I think that children are mostly 
happy, but they have a hard time to feel 
failure here. They have a happy home life 
and parents try to do their best for their child 
but there is so much lack of free time and 
play because they need to learn many things. 
Focus Group 4 I know I want my child to go 
to the park and play and be relaxed but this is 
not possible. Children must do many lessons 
to prepare for primary school. They must go 
to extra class to learn things they are not 
learning in school. 
Focus Group 7 I think the main thing I would 
like for my child is to feel happy. I think he is 
happy but sometimes maybe he will feel a bit 
nervous because he needs to pass a test or 
do the competition, but I think this is good for 
the child to learn when they are young 
otherwise, they cannot adjust in primary 
school. 
Focus Group 5 My daughter is attending 
classes three afternoons and all day on 
Saturday. She is taking music lesson, 
science club, Phonics, Speaking, swimming 
and cooking programme. She is a bit tired, 
but these classes are enjoyable, and she can 
learn a lot. 
Focus Group 7 Primary school entrance is 
very stressful for the children and also the 
parents. We must choose a good 
kindergarten so they can pass the test. I try 
not to show my daughter I am feeling stress 
before the interviews, but it is difficult. I 
enrolled my daughter in a class to teach her 




Academic Concern  
One concept that emerged was the limited play time Hong Kong preschoolers 
experienced at home and school. Parents stated that play was not a priority and that 
interest classes were a more crucial use of their child’s time. Parents were also very 
compartmentalised when discussing their child’s learning as math, science and other 
subject-based ideas and did not appear to be convinced that play was useful in schools. 
Play seemed like a luxury that could only be imparted when all the academic learning 
was complete. 
Another concept that emerged was that although parents generally reported they 
wanted their child to experience mindfulness in preschool, some parents were 
concerned about when the timing would fit in. They were also concerned with what 
academic work the children might miss as a result. This links to the research from Chan 
and Chan (2003) which discussed that parents pressure schools to increase academic 
performance.  
The concept of parents’ willingness to learn was interesting. Parents were very eager to 
take part in the study and to learn more themselves. They had many questions about 
the research about mindfulness in general and several parents said they had done 
research on the internet to learn more themselves.  
These concepts created the theme Academic Concern which encompasses parents’ 
feelings, stories and emotions linked to the priority placed on their child’s academic 
achievement, not necessarily because they feel that is the best but that they feel it is 
necessary in the Hong Kong school system. Table 6 gives examples of the concepts 







Table 6: Samples of verbatim examples of parents discussing ‘academic 
concern’ 
Focus Group 2 I think this is a good idea, but 
I am not sure because the time is very short 
only three hours how they can do it without 
removing the important subjects. 
Focus Group 6 I want my child to learn this in 
school. I think this is very important both 
school and the parents need to work 
together. Can we have training for parents on 
this also? Then we can help more at home. 
 
Focus Group 3 I know it is good for children 
to play more but here we also need to study 
more because we do not want our child to be 
behind the others. 
 
Focus Group 7 I think this is a good 
programme maybe it can be afterschool 
programme because the school time they 
need to learn so many things. 
Focus Group 4 My child is very kind and 
helpful. I think these things are taught at 
home. I think it is good to have a small part in 
school but in kindergarten they need to also 
learn English, math, science Putonghua and 
other things. 
Focus Group 6 My daughter has some 
stress. The doctor said she needs to learn to 
be more relaxed. I think that this course will 
be helpful to her. 
Focus Group 5 in kindergarten it is very 
important to learn good English so our 
children can go to a good primary school. I 
think if this programme is helpful to help them 
be calm on the exams this is a good idea. 
 
Focus Group 7 Our system is quite hard. My 
sister lives in UK and her son is very free 
playing all day long but here we cannot let 
our children play all the time. We need to 









4.3 Teacher Pre-Intervention Findings 
As mentioned above the teacher pre-surveys and interviews were conducted in the 
same time frame of the parents’ survey and interviews. These survey results were from 
both the Intervention Group and the Waitlist Group as I wanted to compare the two 
groups data pre and post intervention. 
 
4.31 Teacher Pre-Intervention Survey Results 
Like with the parents, there was a mix of results from the teachers’ surveys with 
including both the Intervention Group teachers and the Waitlist Group of teachers about 
the degree of familiarity with the term mindfulness. For most teachers, the term was 
familiar, which one would expect, as they had recently completed the teacher training. 
No teachers mentioned that it was not familiar. Most teachers indicated that they had 
some form of practice of mindfulness in their daily life, possibly since the training albeit 
not at very high levels. This area was something I was keen to explore more. See 
Graphs 8 and 9 below. 
 
Graph 8: I am familiar with the term 
mindfulness.   
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The teachers noted they were receptive to the idea of the preschool adding in a 
mindfulness programme with 46.77% and 22.58% indicating 4 or 5 on the scale. It was 
essential to find out more about their perceptions and why this might be essential and 
what aspects they were interested in developing in this area.  
Teachers noted they believed that Hong Kong children would benefit from improved 
well-being and that mindfulness could be a useful approach to doing so with 43.39% 
and 43.55% of teachers scoring 4 or 5. See Graphs 10 and 11 below. 
 
Graph 10: I believe mindfulness should be 
added to the preschool curriculum 
Graph 11: I believe children in Hong Kong 






The teachers’ survey asked teachers to give a range for their class in the areas of 
needing help with focus, showing kindness to others, the ability to focus and learning to 
manage emotions. The results indicated a range of answers, but the fact that the 
majority of teachers rated these highly is indicative that they believe their students 
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Graph 12:I believe my students need help with focus  
 
 
Graph 13:I believe my students need help showing kindness   
 
 
As with parents, teachers found that children in Hong Kong experienced higher stress 
levels than their Western counterparts and interestingly, teachers noted this more 
strongly than parents. This finding could be because many of the teachers were 
expatriates from Western countries or that teachers see something in the children in 
their classes that parents were not aware of, this was an issue to delve into in the 
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Graph 14: I believe that Hong Kong students 
experience higher levels of stress than students in 
Western countries 
Graph 15 : I believe preschool children should 




4.32 Linking the Initial Results to Development of Teacher Semi-Structured 
Interview Questions 
 
These results led to the development of the interview questions below in the same way 
as the parent focus group interviews. Interviews were flexible and additional ideas came 
into fruition as the conversations developed. All teacher participants from Intervention 
Group and Waitlist Groups took part in these interviews this was to gauge the full range 
of thoughts of the teachers in the schools since nearly all teachers participated and 
would be implementing the curriculum at some point. 
 
The areas I was most interested to learn more about were what specifically teachers felt 
were noteworthy, and why. Areas of study discussed related to prosocial behaviour, 
empathy and concern for others, self-regulation and focus and social competence. As 
mentioned above the area of young children’s stress was also something it was 
important to learn more about since stress and well-being are closely linked as 



























4.33 Teacher Semi-Structured Interviews in Focus Groups, Pre-Intervention 
Teacher focus group interviews identified eleven concepts, which grouped into three 
main themes. The themes discovered were 1) competitive context, 2) parental pressure 
3) overprotected children. Figure 5 shows a thematic map of the teachers’ pre-interview 
data. 
Competitive Context    
One common concept stated within the teacher groups was the high-pressure 
environment and way of life in Hong Kong. Most did not know of any solution or way to 
change it. Teachers acknowledged that parents were very caring and had their child’s 
best interests at heart. However, they recognised children were overscheduled and 
many children seem tired and exhausted in the mornings from the amount of work 
expected of them.  
Teachers stated across the groups that their students were overscheduled. They said 
the students participate in several music and singing competitions, sports day 
competitions, speech competitions, ‘Little Reporter’ assignments, and parent and child 
competitions. Teachers noted that when they promoted home school projects at 
Christmas, Easter, and other times of the years, parents present elaborate displays that 
were not created by the child. They felt children were overscheduled, tried to learn more 
than required of them, and be better all the time. This constant pressure on students led 
to them being tired and exhausted. They stated children were often tired and difficult to 
motivate due to being under pressure with so many activities.  
This theme of competitive context emerged from these findings. Teachers indicated that 
Hong Kong has a highly competitive schooling system. Many of the native English 
teachers who come from Canada, the US and the UK were shocked about the amount 
of competitions, the school’s insistence that everything appears perfect in front of 
parents and the competitiveness to enter both the preschool itself, and the primary 
school entrance procedures. Table 7 gives examples of the concepts and theme 
‘competitive context’ from the interviews. 
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Table 7: Samples of verbatim examples of teachers discussing ‘competitive 
contexts’ 
Focus Group 1 It’s crazy some of my 
students have 7 or 8 afterschool activities. 
They are so tired, they are shuttled from 
lesson to lesson. 
Focus Group 5 Parents know every detail 
about the school. They are so worried 
about their children. They will address the 
teacher for very small things like if their 
child doesn’t know something, they think 
they should, they will ask why it was not 
taught…I think this puts a lot of pressure on 
us and it’s hard to fit everything in already 
so not sure when we can do this. 
Focus Group 3 Some of the kids in my 
class are literally falling asleep they are so 
tired. 
Focus Group 6 I think this is needed in 
Hong Kong. I’m a bit worried about how 
much time it will take but I think if we 
incorporate the mindful moments that will 
be the best part for both us and the 
students. I think the parents will be 
supportive of this as long as they don’t see 
anything taken away. 
Focus Group 4 Kids are tired that is what I 
see. They are doing all these clubs; 
homework and they have no time to just 
relax and play. When we brought in the 
teaching strategies and more play, I think it 
was three years ago I remember it was 
hard for the parents to understand how 
their child was learning. We had to do so 
many parent meetings to explain how 
young children learn and how somethings 
like forcing them to write was not correct. 
Focus Group 7 The kids are so 
overscheduled it is not funny. They are 
shuttled from class to class by their 
nannies. We even have five afterschool 
clubs here. They are not allowed to be kids 
and have time to imagine and create. 
Focus Group 4 I think that the pressure on 
students and teachers is huge. It starts 
when they are born. The other day I saw a 
Michelin star cooking class for 18-month 
olds. It’s so competitive and the parents 
love their child so much, but they put unfair 
expectations on us, the kids are only here 
for 4 hours but they expect them to know 
so much. 
Focus Group 9 Teachers are the ones who 
are under pressure. There is always more 
to do. Another show, a competition to 
prepare for and more things added to the 
curriculum plus all the paperwork. I hope 




Parental Pressure  
Teachers’ stress emerged as a concept. Teachers noted that they could feel the 
pressure parents were under due to the school system in Hong Kong, and in turn, they 
place pressures on the teachers. Teachers felt that since parents were under enormous 
pressure to help their child enter a good primary school, they were overly interested and 
involved in their child’s kindergarten experience, meaning that they want to be aware of 
all the academic progress and tactics that their child is learning. Parents become upset 
if children do not do well academically, for example, if they do not get perfect marks on 
a spelling test or if the teacher marks something wrong in their bookwork, they would 
like the teacher to explain what happened. Teachers indicated they felt stressed at work 
on a regular basis and that much of that pressure comes from the parents and the 
school administrators. Several noted that they had worked in other preschools in Hong 
Kong and the situation was the same, that this is a Hong Kong issue. 
The pressure of the school system in general emerged as another concept. The 
teachers noted the system is hard to manage and they feel pressured to prepare 
children for primary school but at the same time they want to allow children more 
playtime and hands-on experiences. They were very vocal, especially when the 
interview season starts of the expectations placed on children and therefore on 
teachers. Many teachers could not see a way out of the system unless children joined 
the international schools that expatriate children in Hong Kong tend to do but stated this 
is outside the price range of most parents. 
The teachers also discussed the children’s fear of failure and many indicated they felt 
this came from pressure from parents. Parents, teachers noted, out of a place of love, 
want their children to succeed in everything and that in turn created a system where 
children could not accept failure. This is very apparent with the journal work where 
teachers reported children would want to erase if they did not feel their drawing was 
perfect. In writing, it was not acceptable in the children’s eyes, to make mistakes. Table 
8 gives examples of the concepts and theme ‘parental pressure’ from the interviews. 
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Table 8: Samples of verbatim examples of teachers discussing ‘parental 
pressure’ 
Focus Group 1 I get along well with my 
parents, but they are super demanding. It is 
so different than when I was teaching in the 
states. They want the best for their kids, but 
I think we need more parent education 
classes, so they understand why we are 
play based because that was very hard for 
them to adjust too. 
Focus Group 5 Parents know every detail 
about the school. They are so worried 
about their children. They will address the 
teacher for very small things like if their 
child doesn’t know something, they think 
they should, they will ask why it was not 
taught…I think this puts a lot of pressure on 
us and it’s hard to fit everything in already 
so not sure when we can do this. 
Focus Group 8 The parent-teacher 
interview days are crazy. They are so 
competitive. They want to know what rank 
their child is, how they are compared to the 
others… and if you mention anything you 
have to be so careful how to phase it or 
they will get so upset. They want perfect 
children. 
Focus Group 6 I think the parents are 
supportive especially if you compare to my 
old school in UK. The parents go all out 
when we ask for their help. But it is very 
different here, they are so concerned about 
their academics and also about care like 
what did they eat and for the whole day 
students how long they slept. 
Focus Group 3 The parents say they want 
to have well-being but if you skip anything 
on the weekly, they freak out and want to 
know why their child doesn’t know how to 
do it. 
Focus Group 7 Parents help when we ask 
for it. But sometimes they project we send 
home you can tell the parent did it on their 
own. They are so perfect. When things are 
shown to others the parents like to show 
their child is the best. 
Focus Group 3 Parents are so worried 
about the entrance to primary so they put a 
lot of pressure on us especially in (5-year-
old classrooms) to make sure they can 
answer questions, do the math and that 
their portfolio is very good. 
Focus Group 4 I think it’s so competitive 
here. Everyone is on a mission. If you read 
those social media boards, they are crazy 
how they compare the schools and post 
any little thing they see as negative on it. It 






Another concept that appeared in the interviews was that teachers felt students lived in 
a helper culture. In a country were many children, and certainly those who attend these 
quite costly school-fee paying kindergartens, have a full-time live-in maid or ‘helper’. 
Teachers indicated that sometimes children may lack the opportunity to learn to do 
things for themselves. Teachers noted that children often appeared helpless, if, for 
example, they spilt water on themselves or if they got dirty with paint. This experience 
was in sharp contrast to teachers experiences in the West where children loved to 
finger-paint, play in mud and the like. 
Teachers felt they spent a great deal of time teaching children basic life skills such as 
handwashing, changing clothing and tidying up; however, they did not feel that the 
children were very able to manage the snack time rituals at the school. Another concept 
that emerged was the children, due to being overprotected, seemed anxious at times 
when they get dirty or they cannot do something. This anxiety was prevalent in the 
classroom’s teachers stated. For example, some students would cry or become agitated 
if they could not complete their bookwork quickly enough.  
While teachers stated most children seemed happy on a day-to-day basis, they could 
quickly become anxious during typical Hong Kong procedures such as spelling revision 
or letter copying.  









Table 9: Samples of verbatim examples of teachers discussing ‘over-
protected children’ 
Focus Group 1 The kids can do a lot, but 
they are very overprotected. Like the nanny 
buttons their jacket, feeds them with a 
spoon -things they should be doing on their 
own, so they become a bit helpless about 
certain things. 
Focus Group 4 I think the kids lack some 
basic life skills in Hong Kong. They have 
maids to do everything for them and so 
some of the things I expect from Canadian 
children you don’t see like drying hands, 
putting on apron….when we added this to 
the curriculum it was hard at first but now 
the kids are all doing it. 
Focus Group 1 Parents tend to worry so 
much. If a child does something in the 
class to another child, we will definitely 
hear from the parents and why the 
teachers wasn’t paying attention, anyway it 
puts a lot of pressure on us as teachers. 
Focus Group 6 You see like kids refuse to 
get dirty. They are taught not to get dirty 
from so young so like half of them refuse to 
play in the sand or when we did finger 
painting, they would say ‘No dirty’ and if 
they get a spot of paint on the uniforms the 
parents also get very upset and want to 
know why the teacher didn’t take care of 
their child 
Focus Group 2 For sure the parents want 
the best for their kids but a lot of the time 
we are dealing with the helpers who are so 
worried about being told they aren’t doing 
their jobs that they do everything. Some 
parents try but a lot of the helping around 
the house or putting things away doesn’t 
involve the child, so they don’t learn those 
skills. 
Focus Group 7 Some of the kids in my 
class seem to need help to do everything, 
like putting on a jacket, putting things away, 
blowing their nose….the helpers do it all 
then they come to school and they can’t 
manage to do basic things. 
Focus Group 5 Self-regulation would be 
very important, I think because kids here 
are used to having so many things done for 
them, sometimes they can’t manage 
themselves well.  
Focus Group 6 The students are quite 
overprotected. A lot of things they should 
do for themselves are done by the helpers. 
We have to show them a lot in the class 





























Fear of failure 










4.4 Mosaic Approach 
The Mosaic approach helps researchers to include the child’s perspective in the 
research. It is a way to triangulate and listen to perspectives from different 
stakeholders. In this study data from parents, teachers and children make up the 
findings. This part of the findings was gathered from the six-week intervention and 
taken from classroom documents.  
 
4.41 Children’s Voice and Drawings 
All children in the Intervention Group classes completed four journal entries with 
drawings during the six-week implementation phase as this was considered a 
regular school program, so all children participated during the prescribed time for 
the curriculum intervention. Of those drawings, four drawing per child from the 
parents who signed up and were in the Intervention Group were examined. Children 
were familiar with journals linked to all areas of the curriculum and drew in them 
regularly. Additionally, teachers had training on scribing children’s utterances or 
voice and listening carefully to the child’s comments. Included in the curriculum 
were instances to prompt the children to draw the following questions.  
 
1. What is mindfulness? 
2. How can I be mindful? 
3. What is kindness? 
4. What can I do to be kind? 
 
Several themes emerged from the drawings which were analysed in two groups, 
with questions 1 and 2 together and questions 3 and 4 together. In the chart below, I 
display the themes that emerged for each, along with samples of the children’s 
drawings and the scribed words from their class journals. 
Themes of listening, calmness, relaxation and the breath emerged in the drawing 
about mindfulness. Themes of giving, love, being nice to friends, helping others and 
sharing emerged in the children’s drawings about kindness. There is a discussion 
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about these themes and how they overlap with the themes from parents’ and 
teachers’ interviews later in this chapter. Tables 10 and 11 show examples of the 
children’s drawings and their words related to the drawings. Figure 6 shows a 
thematic map of children’s interview data. 
 
Table 10: Examples of Mindfulness Drawings 
Listening 
 
Children noticed that they were listening more attentively. Some children when 
asked, stated ideas linked to listening and being present with sound. Children 
noticed that they could hear things they had not noticed before such as the 
leaves falling, their heartbeats and birds or even the weather. Teachers had 
noted that children were able to listen more attentively and listed to the mindful 
bell with attention and care. 
 
 
I can hear the birds 
singing. 
I am listening to the 
birds. 








Many children drew themselves feeling calm by focussing on an object. They 
remembered the glitter jar activity and how the glitter falling helped them feel 
calm. This theme was closely linked to the theme of relaxation shown later on, 
however; this theme showed more of an active stance while relaxation was 
more about being still. Many children described feeling happy in these pictures. 
  
 
I am happy. I am at my 
house with mummy. 
We shake the bottle and 
our breathing in going 
slower now. I like this. 
I am looking at the glitter 
bottle. 
The Breath 
This theme was a strong one, and many children linked mindfulness with the 
breath. Many children drew the Hoberman sphere, blowing bubbles or noticing 






Bubbles it is fun. I like to 
do breathing. 
I like making my breath 





This is me with the ball. 
It goes in and out. I can 
go in and out with my 
breathing. (referring to 
Hoberman sphere) 
It is breathing in the 
flower and out the 
flower. Like smelling it 
or lying down and 
breathing with your 
hand on your tummy. 
 
We can breathe in more. 




Relaxation was another emergent theme from the children with children 
mentioning lying down and even writing the word relaxed in one instance. 
Children showed ideas such as massage, relaxing with others and showing 
relaxed postures. They spoke about relaxing with others and how it feels to be 






I feel relaxed about 
mindful. I can breathe in 
and out. I feel nice. 
It’s when you lie down 
and then you can think 
and relax like you are in 
your bed. 




The theme of emotions was a strong one and children were able to recognise 
and say that mindfulness was about feeling happy or feeling happy inside. 
Happiness was the predominant feeling shown although in the kindness 






Because I always play 
with toys. Mindfulness is 
happy. 
It is when you feel 











Today I am so happy 
because I am smelling 
















Table 11: Examples of Kindness Drawings 
Being Nice to Friends 
Over a quarter of the kindness pictures linked to being nice to friends. Children 
showed this in various ways such as sharing toys, books, food or stickers and 
by hugging, playing with or singing with friends.  
 
 
I got a hug. I am sharing and being 
nice. I like to share my 
balloon. 
It is when you are kind to 
your friends.  
Helping Others 
Helping others was also a common theme with helping parents to tidy up, 
helping friends to feel better, helping the teacher as common concepts. There 





I clean up the toys. I helping my father to 
feel better.  
I am drawing a picture for 
my friend. She is sick. I 
am drawing her a picture, 







The theme of giving emerged from giving gifts, to giving of your time and 
sharing with others whether it be books, toys or other objects. Several students 
noted giving up their seats for elderly on public transport.  
 
  
It is sharing your books 
with your friends. 
I gave my seat in the train 
to an old man. 
I gave a gift to my 
cousin. 
 Love 
Many of the pictures in kindness and mindfulness featured love or hearts 
however, more so in the kindness drawings. This expression of love may be 
linked to the loving-kindness thoughts in the curriculum. Most of the love 




It is love. Family is love 
to each other. 
I love mummy. My 
mummy is kind to me. 
I love my sister. We are 
having a picnic and she 
is kind to me because 
she made the food and 

































4.42 Classroom Observations and Assessments 
Next, I analysed the classroom observations and assessments that were part of the 
curriculum and so completed during this research from those in the Intervention 
Group. On the first assessment, which was tracked and kept in the children’s 
portfolios was their awareness of sharing through the sharing game which the 
teachers played at the start and end of the curriculum. Graph 16 below shows that 
children had a large increase in the ability to share after the six weeks passed. RM 
ANOVA showed a significant effect of training on sharing, F=278.72 (p<.001), with 
higher results after the training, regardless of the age group, F=1.00 (p=.368). Effect 
size for training was very high (η2=0.50) (Appendix 13). 
 
Graph 17 shows the children’s ability as a class to name acts of kindness, this is a 
recurrent theme in the curriculum and the graph shows the increase per class in the 
number of acts of kindness that children were able to name.  RM ANOVA showed a 
significant effect of training on kindness, F=109.63 (p<.001), with higher results after 
the training, with no interaction of the age group, F=1.20 (p=.322). Effect size for 
training was very high (η2=0.84) (Appendix 13). 
 
Graph 16: Sharing Activity  Graph 17: Kindness Class Activity 
  
Pre and Post-Intervention effect stratified by age 
for sharing assessment 






4.5 Parental Post-Intervention Findings 
After the intervention, the post-surveys and the post-interviews were conducted. As 
with the pre-data the parents’ data will be displayed first followed by the teachers’ 
data. Following this section, I examine the findings as a whole. 
 
4.51 Parent Post-Intervention Survey Results 
All parents from the Intervention Group and the Waitlist Group filled in surveys as I 
wanted to compare the difference between the two groups pre and post 
intervention. However, parents in the Waitlist Group were not asked to answer the 
first two additional questions added to the post-survey (compared with the pre-
survey) as these pertained only to those who has completed the intervention.  Most 
parents felt the mindfulness curriculum was beneficial to their child with 46.91% 
scoring 5, most true and 41.45% scoring four. Many parents indicated they would 
like their child to have more opportunities to learn mindfulness with 57.30% scoring 
5, most true and 31.75% scoring four. No parents noted the lowest indicator of one 
for either of these questions indicating they are enthusiastic about the possibility of 
mindfulness in preschool. Graphs 18 and 19 show the results. 
Graph 18: I believe the mindfulness 
curriculum was beneficial for my child
  
Graph 19: I would like my child to have more 
opportunities to learn mindfulness 
  
 
Pre- and post-data were also analysed together at this phase concerning parents’ 
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children in the Intervention Group and the remaining 79 (21.4%) were in the Waitlist 
Group which had not experienced the intervention at this point.   
RM ANOVAs results show that pre and post period had a global effect on improving 
concern for others, F=18.46 (p<.001), self-regulation, F=4.35 (p=.038) and social 
competence, F=24.49 (p<.001). The interaction between intervention and 
Intervention Group and Waitlist Group showed significant differences for all 
subscales, namely concern for others, F=6.36 (p=.012), self-regulation, F=6.36 
(p=.012), prosocial behaviour, F=7.64 (p=.006) and social competence, F=15.61 
(p<.001). Descriptive statistics show that Intervention Group, the group with the 
intervention had higher results compared with Waitlist Group who had yet to 
experience the intervention. Effect sizes were low or moderate. See Appendix 14 for 
more details. 
 
4.52 How the Initial Post-Survey Results Linked to Development of Parent 
Post-Intervention Semi-Structured Interview Questions 
These results led to the development of the post-survey interview questions below 
in the same way as the parent pre-interviews. Again, the participants in the semi 
structured interviews were from the Intervention Group and were the same parents 
present in the pre-intervention focus groups. The areas I was most interested to 
learn more about were what specifically parents felt was interesting about the 
curriculum, and if they thought a mindfulness curriculum integrated into the classes 
next year would be favourable. I also wanted to learn about any changes they might 
have noticed in their children over the course of the delivery. The questions 
developed are found in Appendix 10. 
 
4.53 Parent Semi-Structured Interviews in Focus Groups, Post-Intervention 
After conducting the parent interviews post-intervention in focus groups, eight 
concepts emerged with four main themes. The themes were 1) calmer children 2) 
breath awareness 3) kinder and empathetic outlooks and 4) searching for solutions. 







































Searching for Solutions  
Several concepts emerged in the post-interviews. One was a feeling of hope. 
Parents indicated that they felt hopeful that the preschools were looking for 
solutions to help their children become stronger and more resilient, in order to face 
Hong Kong’s educational system in a way that is not as stressful. All of the parents 
reported they were happy that their child had participated in the mindfulness 
programme and that they felt the curriculum was too short. It was explained that this 
was only a short intervention and later the school may put in a year-long programme 
after considering the impact and other considerations. 
Another concept that arose was that of training for both parents and children. Some 
parents were worried about how much time adding a mindfulness curriculum would 
take away from the academic programme if implemented on a full year basis. 
Parents discussed other programmes they were investigating outside of school, 
including a yoga course. Some parents noted they would like an afterschool option 
for mindfulness for their children such as Saturday morning classes. Parents were 
very aware of what other kindergartens were offering. Some parents mentioned 
other kindergartens were offering Neuro-Linguistic Programming (NLP) training for 
parents or Primary School Prep courses which include stress reduction elements 
and wondered if this group of schools would be offering parent training and other 
courses outside school for the children. A number of parents indicated they started 
reading about mindfulness on the internet and they think it is vital for their children 
to learn more mindfulness practices whether in school or in an afterschool course. 
Parents were interested in developing their own mindfulness practice. Overall there 
was a feeling of hope, that perhaps there was something to help their children, 
perhaps too much of a sense of hope as I feel some parents may have come to 
view that mindfulness was ‘the’ solution for a complex set of issues. Table 12 gives 





Table 12: Samples of verbatim examples of parents discussing ‘searching 
for solutions’ 
Focus Group 1 I think the programme is too 
short. I want to see this programme for 
whole year because I saw some small 
changes in my child, and I think it is helpful. 
Focus Group 4 This was interesting and 
thank you to Ms. Helen to introduce this to 
us. I want to have more chance for my son 
to study this and learn more mindfulness. 
 
Focus Group 2 This curriculum is good for 
my child and I think he can learn more to 
manage his feelings and to be focussed. I 
think it is interesting and I am happy the 
school will learn about new things and 
bring it to help the children. 
Focus Group 5 Joyce loved to talk about 
something in this programme so I think it is 
good they can relax and also it is 
enjoyable. My daughter was happy, and 
she showed me some drawings and talked 
about how to be kind.  
 
Focus Group 2 I liked to learn about the 
focus, and it can help to improve the study 
habits. This is very important so I think it 
should continue next year. This can be 
useful as the children need to learn to 
focus so they can be prepared for primary 
school. 
 
Focus Group 6 I think this programme can 
benefit the students to prepare for the 
interview for primary school, so it is very 
good. They can practice being calm and do 
the breathing work. 
 
Focus Group 4 It has some benefit and can 
be a good programme to make it longer so 
the children can learn more and take more 
time to do this. I also want to do this course 
because I think it can be good for parents 
to learn this too. 
Focus Group 7 This can be helpful in long 
term for our children to know about this and 
to feel more happy and more focussed. 
This mindfulness is important to learn when 









Breath Awareness  
One concept that emerged was the importance of more awareness about breath. 
Some parents noted that their children were able to teach them some breathing 
exercises and they enjoyed the accompanying parenting cards that explained how 
to help their child at home. Many parents seemed surprised that their child could do 
this task and showed it had helped them in numerous ways such as calming them 
down when they felt upset.  
Parents also indicated the breathwork was helpful when their child became upset or 
when a sibling became upset as the child could use breathwork strategies to try to 
comfort a parent or sibling, especially in the last weeks of the intervention. This 
awareness in the children, that they could use their breath to calm themselves, was 
something many parents were interested in. 
Another concept that emerged was children getting better sleep. Some parents said 
they practised breathwork with their child before bed and they seemed to fall asleep 
more quickly and rest more peacefully. They reported that they enjoyed doing the 
breathing exercises with the children too and realised how effective this could be in 
helping children release stress from the day and having a special time together 
before bed. Table 13 gives examples of the concepts and theme ‘breath awareness’ 









Table 13: Samples of verbatim examples of parents discussing ‘breath 
awareness’ 
Focus Group 1 My son told me breathe in 
and out mummy you will feel better. At that 
time, I realised wow my son can also teach 
me! 
Focus Group 4 The breathworks was very 
good. We followed the parent cards to do 
this and we tried some ideas my daughter 
learned in class like ‘hot chocolate’ 
breathing. 
 
Focus Group 1 I think my daughter was 
more aware about her breath and deep 
breathing. ‘When she would feel upset, she 
would say I going to do breathing’ since the 
curriculum started. 
Focus Group 6 When I asked Justin what 
he did at school he mentioned breathing 
and said, ‘breathing helps us be calm’. We 
did the parent card of breathing before bed 
and this helped him sleep better. I think it is 
nice and can be something to help the 
children to feel happier and less stressful. 
 
Focus Group 2 I found that my child was 
telling his sister to breathe when she was 
upset. He was using his fingers to count his 
breathing.  
Focus Group 6 One thing I noticed was my 
daughter was noticing her breathing, like 
before bed she wanted to do her breathing 
because her teacher asked everyone if 
they did this before they went to sleep. 
 
Focus Group 3 I noticed my daughter 
seems a bit more able to calm herself. She 
used to get very upset easily but then she 
was a bit better because she said she 
would breathe with her fingers. I think it 
was starfish she said. 
Focus Group 7 My child liked lying on the 
floor with the animals and breathing. He 
thought this was fun and a game to keep 








Calmer Children  
Many parents indicated their child seemed to be calmer and gave specific examples 
such as less fighting with a sibling, less temper tantrums and other poor behaviour. 
Parents noted that they felt it was easier to calm children after they became 
overexcited by something and that the children seemed to be readily able to calm 
down when asked.  
The children had brought their glitter jars home and several parents mentioned their 
children enjoying playing with these, using them peacefully and being quite 
focussed using them. The glitter jars were something parents stated they used at 
home as well.  
Relaxation was a word used often by the parents. Parents reported the parent cards 
sent home helped then connect with their child with relaxation activities and calming 
thoughts. Children liked to give their parents a massage or a hug and a favourite 
activity was hugging themselves.  
Parents noted that children were able to practise relaxing and, in many instances, 
used relaxation in play with their toys. Many parents commented on their children 
telling siblings or others to relax, calm down, take a breath and other calming words.  










Table 14: Samples of verbatim examples of parents discussing ‘calmer 
children’ 
Focus Group 1 One area that was very 
interesting was about the feeling of calm 
and relaxed. My son liked to play this at 
home with the stuffed animal and saying I 
feel calm and relax. 
 
Focus Group 4 My daughter liked the 
massage part and she gave me a 
massage, so I was happy!  
Focus Group 2 ….I saw him telling his toys 
to relax and feel calm.  
Focus Group 5 We liked the card about 
going to listen to sounds in the park. Joey 
could be very calm and listen carefully and 
notice many sounds that we never paid 
attention before.  
 
Focus Group 3 I think it is easier to get 
ready for bedtime now with the parent 
cards and especially about being calm. 
 
Focus Group 6 One thing I think was the jar 
with those sparkles is interesting. I saw my 
daughter playing with this for long time. 
She can pay attention to it and seems it is 
good to help her feel calm. 
 
Focus Group 4 Jeremy said let’s pass the 
smile around at our family gathering. It was 
very funny. He told us everyone will feel 
happy if we share our smiles. 
Focus Group 6 I did not notice very big 
changes, but I did see that Lilly is a bit 
more able to calm herself down than 
before. I think she would notice more that 
she is starting to get upset and will draw or 








Kindness at Home and in Society  
Many parents noticed an increase in their child noticing acts of kindness or being 
aware of kindness both at home and outside the home. They were very keen to tell 
their parents about the kindness they saw or experienced, as well as the kindness 
they bestowed on others. Children, according the parents seemed very excited to 
share these ideas. Several parents mentioned their children would be searching for 
kind acts because they wanted to put them on the kindness tree at school and tell 
their teachers about the kindness they saw. The kindness leaf activity that was 
carried out at home was well received and parents liked this idea. Parents were very 
keen to share the examples of kindness their child offered including helping their 
family members, offering to carry a bag and opening doors, for example.  
Parents also noted there was an awareness in their children of how being kind was 
something to strive for and that kindness would be more readily seen if they were 
kind to others first. They also noted that children used words such as be kind, be 
nice and other comforting words more often. 
Sharing and giving came through strongly as a concept. Parents noted their child 
was more willing to share toys with siblings or family members and children were in 
fact, offering to share without being asked. After the children had participated in a 
giving activity at school, giving a toy to a less fortunate person, they wanted to keep 
to giving items away and be generous with others.  
Table 15 gives examples of the concepts and theme ‘kindness at home and in 









Table 15: Samples of verbatim examples of parents discussing ‘kindness at 
home and in society’ 
Focus Group 1 My daughter is always 
pointing out when someone is kind now. I 
was amazed she can think of so many kind 
things everywhere. 
 
Focus Group 4 One thing I did notice a 
change was my daughter is trying to be 
more kind and uses the word kind a lot. For 
example, when we went to see her 
grandmother, she was pointing out all the 
kind things like Rebecca is kind because 
she made the tea for grandmother. I think it 
is good for children to know these things 
and to be more kind. 
 
Focus Group 1 My son helped me to 
choose a gift for his friend. He said he is 
being kind. I did see him trying to be more 
kind. 
 
Focus Group 6 My son used his smile to be 
more kind. He talked about passing the 
smile. He also shared his toys more with 
his brother than before.  
 
Focus Group 2 I think that I can see more 
concern about the others. For example, we 
went to Hong Kong side and a lady fell over 
and my son said we need to help that lady. 
Focus Group 6 The kindness leaves were 
very nice. I like these ideas and my son 
liked to write so many things on the leaf. I 
think it is good now he is trying to find kind 
things when we are going out or at home. 
 
Focus Group 3 I think the most change I 
saw was about being kind. My daughter 
tried to help with her baby sister. She 
wanted to help to pick her clothes and to 
give her water.  
Focus Group 7 For me I didn’t see much 
change except about helping others, I think 
she can say who is helpful and not helpful 






4.6 Teacher Post-Intervention Findings 
4.61 Teacher Post-Intervention Survey Results 
These surveys were given to both Intervention Group teachers and Waitlist 
Teachers; however, there were two questions that Waitlist Teachers did not have to 
answer since they had not participated in the curriculum intervention yet. Data post-
intervention showed that most teachers felt the training helped their students as 
shown on Graph 20, with 84.78% of teachers strongly agreeing with this premise by 
scoring a 4 or 5. In Graph 21 one can see that 84.78% of teachers felt their class 
became more focussed during the intervention and most showed more kindness as 
on Graph 22. While 73.33% of teachers felt their students could relax more easily 
scoring a 4 or 5, as shown on Graph 23.  
Graph 20: I believe that mindfulness 
training helped my students improve their 
well-being 




Graph 22: I believe my class showed more 
kindness 
Graph 23: I believe my students were 
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Teachers in the Intervention Group which ran the curriculum first noticed increases 
in all five areas analysed- focus, emotional literacy, prosocial behaviour, relaxation 
and kindness. Teachers unanimously wanted to implement the curriculum at the 
school due to the benefits they witnessed with the children they worked with.  
 
I analysed pre- and post-intervention data from 62 teachers; 47 (75.8%) that were in 
the Intervention Group and the other 15 (24.2%) from the Waitlist Group I analysed 
the following questions: ‘What percentage of your class currently show mindfulness 
characteristics?’, ‘What percentage of your class currently show kindness towards 
others?’, ‘What percentage of your class currently focus well on activities such as 
circle time or small group time?’ and ‘What percentage of your class can manage 
their emotions well?’. RM ANOVAs results show that training had a global effect on 
improving concern on all of the dimensions, namely Mindfulness, F=81.07 (p<.001), 
Kindness, F=48.43 (p<.001), Focus, F=9.53 (p=.003) and Emotions, F=30.42 
(p<.001). There was a significant increase of student’s percentage in all of these 
dimensions. The interaction between the Intervention Group and Waitlist Group 
showed significant differences for Kindness, F=18.03 (p<.001) and Focus, F=12.30 
(p<.001). For these dimensions, Intervention Group had higher results indicating the 
intervention made some difference. Significant results had high effect sizes (>0.08). 
However, both mindfulness and emotional management were found to have no 
significance and showed no or low effects indicating that these areas may not have 
resulted in a change in the students. Details of these analyses are in Appendix 15. 
 
 
4.62 How the Initial Post-Survey Results Linked to the Development of 
Teacher Semi-Structured Interview Questions 
These results led to the development of the post-survey interview questions below 
in the same way as the parent pre-interviews. The areas I was most interested to 
learn more about were what specifically teachers felt was compelling about the 
curriculum, the ease of delivery and what components were either easy or 
challenging to implement. I also wanted to learn about any changes they might have 
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noticed in the students throughout the delivery. The questions developed are found 
in Appendix 11. Only teachers in the Intervention Group took place in the last focus 
groups as it was geared to discussing the changes they had noticed after the 
curriculum implementation. 
 
4.63 Teacher Semi-Structured Interviews in Focus Groups, Post-Intervention 
After conducting the teacher interviews post-intervention in focus groups, nine 
concepts emerged with four main themes. The themes were 1) calmer classrooms 
2) focussed attention 3) kinder outlooks, 4) mindfulness development. A thematic 
map of teachers’ post-interview data is in Figure 8. 
 
Calmer Classrooms 
Several concepts emerged in discussions with teachers. One interesting note was 
that many teachers indicated that they felt calmer while teaching the curriculum 
which then helped students to also be calmer. Some teachers said that their 
classroom was not calmer, but they personally were calmer and less reactive. They 
felt a sense of acceptance and peace that made their teaching experience less 
stressful, a kind of mindful awareness. Teachers also said they felt closer to their 
students, with one teacher noting that she had learned about a traumatic event in a 
child’s family that she had not been aware of before, and she felt that these 
activities had made her more aware of the issues children were experiencing in her 
classroom. 
Teachers also gave other examples of feeling more mindfully aware, for example, 
they felt that they could let stressful feelings pass more easily and be less 
judgmental with parents and school administrators. They also noted that the 
practice of loving-kindness helped to make teachers realise that all parties wanted 
what was best for children and perhaps the methods each selected were different 
due to the pressures on each. 
Another concept that the interviews with teachers revealed was breathwork. 
Teachers noted the children enjoyed the breathwork activities very much and would 
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independently use them in the mindfulness corner or at their desks. Teacher’s 
mentored and modelled breathwork in the activities enabling children to then use 
the strategies independently, aligning with the work of Vygotsky in helping children 
to develop using the ZPD. Several teachers also observed other children helping a 
child who was upset telling them to breathe in and out. Teachers noted that 
particularly towards the end of the intervention, when students had much 
experience with the activities, they noted a calmer classroom, particularly after 
playtime or activities when the children were overexcited. Table 16 gives examples 
of the concepts and theme ‘calmer classrooms’ from the interviews. 
 
 
Table 16: Samples of verbatim examples of teachers discussing ‘calmer  
classrooms’ 
 
Focus Group 7 My classroom is just much 
calmer. The mindfulness corner is a great 
addition, having that quiet place for 
students to go has been wonderful. I love 
the calming kits as well; the students grab 
these and use them independently. 
 
Focus Group 4 This was so good, after so 
much rushing it was nice to be able to feel 
a sense of calmness with my students. It 
was like a bonding experience because we 
had that time to just be. 
Focus Group 1 I think this actually helped 
me as a teacher more than I saw anything 
in the kids. I liked the breathwork as this 
helped the children and myself slow down a 
bit. 
Focus Group 6 I think especially after 
break and like when we were walking to 
the bathroom and stuff it was quite 
interesting because the kids were really 
calmer. 
 
Focus Group 2 I did the course Ms. Helen 
recommended us to do and this was very 
interesting and made me feel calmer in the 
classroom. Also, this seemed to reflect in 
the kids so it was just generally calmer! 
Focus Group 6 I think the mindfulness 
corner is nice and the kids love it and 
actually I think this whole new curriculum 




Focus Group 5 I noticed I felt a lot closer to 
my students. A kind of compassion took 
over, instead of feeling stressed out or 
annoyed, I would really think about why my 
student is acting in a certain way. This 
really brought me closer to the class. 
 
Focus Group 7 I never thought about my 
breath or how my stress could affect my 
students, so I loved the tips about being 
mindful ourselves, that made me calmer 
and more able to be present with my 
students. 
Focus Group 3 My students were a bit 
more relaxed I think, but also so was I. 
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More Focussed Attention  
Many teachers felt their students were slightly more focussed or could understand 
what is meant when they asked them to be focussed. They pointed to examples of 
children noticing the birds singing on the trees outside the school with one teacher 
saying the student said, ‘they weren’t there before but now we are listening the birds 
are coming’.  
Teachers generally stated the children liked the focus activities such as finding their 
apple in a pile of apples, and they had fun and started to pay attention and notice 
details. Many teachers noticed children were better able to listen and follow 
instructions when they, for example, sat in their mindful bodies or were asked 
specifically to listen mindfully.  
Table 17 gives examples of the concepts and theme ‘more focussed attention’ from 
the interviews. 
Table 17: Examples of verbatim examples of teachers discussing ‘more 
focussed attention’ 
Focus Group 1 I think the best part was 
about focusing. I thought my kids were 
good at this before, but they can really 
notice things more than before and stay on 
task longer 
Focus Group 4 My students are more able 
to be in control of their actions and 
emotions. They can focus without being as 
easily distracted now that they are aware of 
what it means to pay attention and to 
notice. 
 
Focus Group 1 I didn’t see that much 
change, but I think one thing is the kids pay 
more attention to what’s going on around 
them now. 
Focus Group 6 The focus activities were 
helpful. Like the glitter jar, lots of kids use 
this to calm down but also to focus and 
they liked the apple thing- they were so 
intent on finding their apples and I think 
these types of things are good for kids to 




Focus Group 2 The mindful listening was 
really good, and I think the kids really listen 
with more focus now. 
Focus Group 7 Well for me the most 
noticeable thing was my students noticing 
and focusing, when we did the listening 
circle, we could see the children finding 
new things each time. 
Focus Group 3 I think the children could 
listen more carefully. The mindful bell 
activity every day was good practice for 
that and children were very happy to try to 
listen carefully and then this was easy to 
bring into other parts of the class when 
asking children to listen to instructions or a 
story. 
Focus Group 7 I noticed that my class was 
able to focus a bit longer on lessons. They 
were already mindful in their play and 
focussed but I noticed that when we read 
stories and did activities that were a bit 
longer they could focus longer before 
getting distracted. 
 
Kinder Outlooks  
One concept that emerged was that of deeper friendships and more care within 
friendships. Children would ask where absent children were, and if they were okay, 
and they liked to make get well cards and small gifts for sick friends in the class. 
Teachers stated children more readily played with other children, and called them 
friends, especially in the upper classes. 
Teachers also noticed a sharp increase in concern for others, for example, if 
someone fell or was crying, several children would try to help comfort the child and 
would alert the teacher. Teachers indicated that children’s empathy seemed to 
increase during the intervention, and it was easier for them to think about others, for 
example, when sharing a toy. They liked to share their smiles and give hugs to 
children who appeared to be suffering. 
Another concept that appeared was children being more helpful in the classroom. 
After learning about being kind and being helpful children were very eager to help to 
tidy up and to help other children. Teacher’s noticed children would more readily just 
do something helpful without expecting acknowledgement for doing it. 
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Teachers reported the kindness tree was extremely popular, but almost became a 
competition to see who could have the most leaves which detracted from the 
experience.  Teachers noted parents were very interested in what was happening 
and what activities they did that day so they could practise at home. Table 18 gives 
examples of the concepts and theme ‘kinder outlooks’ from the interviews 
Table 18: Examples of verbatim examples of teachers discussing ‘kinder 
outlooks’ 
Focus Group 1 My students were more 
caring. I noticed children going over and 
hugging another child or saying Miss 
William is sad. 
Focus Group 4 It was really interesting 
when we did the sticker exercises because 
I think the kids learned a lot about sharing 
in the curriculum were more able to share. 
Focus Group 1 I think the kids learned to 
be more concerned about their classmates. 
Now when anyone is absent the kids ask if 
whoever it is sick, and they want to send 
the good wishes. 
Focus Group 6 I liked all the storybooks 
and how they helped the kids learn to be 
kind and to help others, I could see my kids 
were always pointing out when someone 
did something kind. Also, the tree, it was 
fun seeing it grow as a teacher and I think 
the kids also loved it. 
Focus Group 2 One thing I saw was the 
kids comforting each other when something 
went wrong. It was cute. 
Focus Group 7 Kindness was a big one for 
me, I could see the kids definitely have 
more awareness about being kind and can 
point it out. 
Focus Group 3 One day my students came 
running over saying two kids were fighting, 
but a Focus Group of other kids were able 
to help them solve it on their own which 
was interesting. I think they really picked up 
on some of the things about helping others 
and also thinking about other feelings 
during this curriculum because it was very 
explicit, the activities were really helpful. 
Focus Group 7 The children loved the 
kindness leaves, but it was almost 
distracting, kids would point out every little 
thing and want a leaf. I had to make a time 
at the ending circle time and otherwise it 
would take over. The parents loved this too 
and we got a lot of leaves throughout. It 
was a good experience though and my kids 
can name so many things, I think it is just 




Teachers’ Mindfulness Development  
Teachers indicated they required more professional development to understand the 
curriculum further and to develop their mindfulness practice. Over 60% of the 
teachers would like to continue to develop their mindfulness practice and could see 
how this could help classrooms to develop into more mindful places. Teachers 
noted that they had used various methods to develop their practice including using 
apps, completing online courses, reading related books and self-study using audio 
and video guidance. Teachers’ reported that the schools had offered to pay for 
online courses for them and they were pleased with this.  
Some teachers noted that the start of mindfulness practice had helped them 
personally and in their home lives. Several teachers expressed surprise at how 
quickly they noticed a change within themselves, less reactivity, with just a few 
weeks of daily practice. Several teachers in each school seemed to be very moved 
by the effect mindfulness had on themselves, and this may lead to them becoming 
mindfulness leaders within school contexts. Table 19 gives examples of the 
concepts and theme ‘teachers’ mindfulness development’ from the interviews. 
Teachers spoke of the ease of implementing the curriculum into their classroom. 
Most teachers were highly positive about it and indicated they were able to integrate 
key activities into other experiences, like replacing another art activity with 
something from the curriculum or reading related stories. They liked the 15-minute 
slot but some of the 3-year-old teachers noted that 10-minutes was long enough. 
They liked the way the mindfulness curriculum increases the time allotted for mindful 
breathing and other practices, as the children develop their skills, and that 
everything was quick and included a lot of movement. They reported the ease of 
implementation was high. 
When teachers offered that certain parts of the curriculum had the most impact, 
nearly all teachers indicated the breath awareness activities and the kindness tree. 
They noted that the lessons or activities linked to these areas were effective. Also, 
the teachers enjoyed mindful eating. They had said snack time was always a rush 
and children gulped their food down and this just slowed events down and made the 
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children look at their food and snacks with more appreciation and they were more 
able to savour and enjoy their food. 
Table 19: Examples of verbatim examples of parents discussing ‘teachers’ 
mindfulness development’ 
Focus Group 1 I think that we need more 
training if we are going to do this for the 
whole year, but I can see the potential in it. 
Focus Group 4 I hope we do more PD  
On mindfulness and social-emotional 
learning and also behaviour management.  
Focus Group 1 I would like more PD in 
mindfulness so I can share more ideas with 
the kids. 
Focus Group 6 I think the training was good 
and it would be good if we can have more 
training about this. 
Focus Group 2 I think in Hong Kong this is 
a great thing to add in and it would be good 
if we can get some more books and 
courses for the teachers too. 
Focus Group 7 I started to use the Head 
Space app you showed us and its really 
helpful. I am reading the Frantic World 
book too which is good, but it would be 
good if you can give us more training about 
this especially about the transitions and 
mindful moments because that is the time 
we can change things. 
Focus Group 3 I am really interested in 
this. Are we going to have more training on 
it? 
Focus Group 7 I hope we can develop this 
more; I think it was good how we shared 
with each other and could get more ideas. 
Focus Group 4 I think this training helped 
my classroom to become a more calmer 




A few teachers found that it was hard to remember at the beginning to complete the 
mindful moments, but teachers who started practising themselves seemed more 





4.7 Triangulated Analysis and Synthesis 
When analysing the findings as a whole, I discovered several areas where they 
overlapped. The quantitative data supported the qualitative data in several ways. 
First, the results from the surveys were used to develop initial questions to delve 
deeper into the personal stories and meanings during the interviews. Additionally, 
the data were used to triangulate the statements made during the parent and 
teacher interviews and the children’s drawings and voice, by examining whether the 




The joint acknowledgement of the stress levels of parents and teachers of Hong 
Kong preschool children and the reasons behind the same were one area of 
agreement.  During the pre-intervention phase parents were highly charged and 
anxious about the state of Hong Kong Education. They feared they were trapped in 
a system with no escape. Several parents became emotional stating that if they did 
not enrol their children in multiple activities and push them to learn more, they would 
not be accepted in a suitable primary school. Many parents explained their anxiety 
about their child’s education but tried not to let their child know. During the pre-
intervention phase, teachers also acknowledged that there was a high-stress level 
in students in Hong Kong schools and even in some of their youngest students. 
There was some pressure on both parents and teachers who were caught in a 
charged situation and were actively looking for solutions to improve the well-being of 
Hong Kong children. Teachers also raised concerns about finding the time to 
implement the curriculum fully, due to the tight schedule. However, they were 
hopeful that such a programme could help children who were feeling anxious and 
stressed due to their overscheduled days and the pressure to perform well at 
school. Quantitative data supported the qualitative data, with parents and teachers 






Children’s voice and drawings overlapped in several areas, with the findings from 
post-interviews of parents and teachers. Children drew pictures and spoke about 
breathwork showing many of the activities linked to breathwork from the curriculum 
such as blowing bubbles, starfish breathing or glitter jar breathing, for example. 
Teachers also indicated that breathwork was enjoyable and helpful for the students. 
Teachers also reported that this was their preferred activity in the classroom, and 
they were surprised at how easily the children picked up breathwork. Teachers 
themselves found deep breathing to be helpful.  Parents too noted that breathwork 
was something that children shared at home and they saw the children 
experimenting with it outside school. For instance, one parent noted that her child 
had tried to offer her sibling (who was upset) a way to use the breath to calm down.  
 
Calmness and Relaxation 
Teachers and parents both noted an increase in calmness, with teachers feeling 
calmer and parents finding it being easier for their child to self-calm. Cross-analysis 
of parents’ quantitative and qualitative data also indicated some improvement in 
children’s ability to self- calm and be more regulated. Relaxation was one of the 
results that produced similar findings with all the three stakeholders. While children 
attributed mindfulness to be relaxed or experiencing something relaxing such as a 
massage or lying down with their eyes closed, parents noted that their child seemed 
more relaxed especially at bedtime and several parents found their child able to 








Cross-analysis of quantitative and qualitative data from parents and teachers 
indicated an improvement in children’s focus; however, this was not entirely 
consistent. Parents noted that children could focus more readily, although they did 
not notice major differences in the interview data. A significant difference was noted 
in the survey data, which showed a low effect. On the other hand, the teachers’ 
survey data showed significantly high effect in response to children becoming more 
focussed. Another data point from children’s drawings found that children could 
appreciate that listening was part of mindfulness. They drew images showing their 
ability to pay attention and hear sounds more readily. Teachers also acknowledged 
this in dialogue, commenting on the improvement of children’s attention spans and 
focus on certain activities. 
 
Kindness 
Cross-analysis of quantitative and qualitative data from children, parents and 
teachers indicated an improvement in children’s kindness and pro-social 
behaviours. Children could readily discuss and draw various aspects of kindness 
such as giving, sharing and helping others. Parents noted more pro-social 
behaviour and concern for others in their children. Parents also reported children 
being able to notice acts of kindness and trying to be kinder at home and outside 
the home and noted their children were very engaged with the kindness activities 
and the home-school kindness leaf activity. Indeed, parent survey data also 
corroborated this finding, showing significance with the Intervention Group with low 
effects in both kindness and concern for others. Concurring, Teachers noted that 
the children were readily able to express kind acts and became more 
compassionate. Pre- and post-quantitative teacher data showed an improvement in 
kindness with significance and high effect. The children’s classroom assessments 
yielded a positive result in both kindness and sharing with high effects. This finding 





Parents and teachers felt that the programme should be in place year-round in the 
following school year. However, there was some disagreement among teachers as 
to what was the ideal length of the lessons, with most teachers indicating that if the 
programme was year-round, they would prefer only one weekly 15-minute and one 
30-minute session with mindful moments taking the focus and integrating the 
programme more into other areas of the curriculum. Some teachers of 3-year-old 
children felt the 15-minute sessions to be too long for some of the lessons, and that 
10 minutes would be adequate.  
Teachers also suggested a whole school mindful moment on the school intercom at 
the start and end of the day, which is currently used to discuss the day, weather and 
sing the welcome songs. Some parents were more concerned about how the 
programme might disrupt academic learning time, but others felt it was beneficial 
and were highly supportive of its continuing in the way the school thought best. 
There was also agreement on the initial feeling of hopelessness regarding change, 
and then hope that a mindfulness curriculum may be beneficial. Overlapping areas 
of evidence with children’s voice and drawings, children’s classroom assessments, 
survey results and interview data of parents and teachers led to these triangulated 
findings. 
 
4.71 Possible Issues with the Study 
During the study there were a few minor issues, one teacher left on long-term sick 
leave and a new teacher came into the classroom; however, since there were two 
teachers in the classroom, I used only the data from the teacher that remained.   
Another concern was the difference in the teachers’ knowledge of scribing children’s 
words. There is a high turnover of Native English-speaking teachers in the schools 
as is common in these types of settings. Therefore 36 teachers had experienced 
scribing for over two years, while for others this was the first year. The fact that they 
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had just started this practice may have resulted in varying levels of documents 
evidenced. 
Another possible issue is that some of the dispositions measured may overlap, as 
discussed in Chapter 2. For example, being attentive and self-regulation may 
overlap to some degree; however, it was decided that since this are both 
cornerstones in relation to benefits found in other mindfulness studies with young 
children, they would both be included.  
 
4.8 Conclusion  
An analysis of qualitative and quantitative data results showed a variety of 
interesting findings that could be useful for preschools in Hong Kong and potentially 
worldwide. The triangulated analysis and synthesis of data showed many benefits. 
One area of benefit was improved pro-social behaviour, particularly empathy, 
kindness and concern for others. Focus was another area, where small 
improvements appeared after triangulation of the data, although there were some 
discrepancies between the scale of change seen by parents and teachers and also 
between the qualitative and quantitative data in this case. No significant changes 
were seen in children’s emotional management, although a few anecdotal stories 
emerged supporting development in this area, and children’s drawings showed 
them capable of expressing their emotions well. Survey data also did not find any 
significant improvement in children’s mindfulness according to teachers, but in an 
anomaly in interviews, these data were very clearly supportive of changes in 
mindfulness. This anomaly may have been due to the wording of mindfulness, 
whereas in interviews, teachers and parents discussed aspects such as noticing, 
awareness and breath. Parents and teachers believed that the curriculum was 
beneficial and would like to have it implemented as a full year programme in the 
school, on a reduced timetable. Children appeared to like the activities and teachers 









The connections to the literature review and the methodology chapter to deliver the 
conclusions of the research questions are detailed in this chapter. First, I discussed 
the pertinent findings linked to the research questions concerning the literature. 
Next, I included a discussion of the possible issues or limitations of this research. 
Then, I discussed the contributions the thesis makes to the field before presenting 
the conclusions of the research. Next, I made suggestions for future researchers to 
develop and study in this field. Finally, I provided my recommendations and final 
comment. 
 
5.2 Discussion of Significant Findings Concerning the Research 
Questions and the Literature 
This research resulted in several findings of note. An in-depth analysis and 
explanation of the implications of the mindfulness intervention and the perceived 
views of parents, teachers and children resulted in a number of interesting findings 
which I review below. The mixed methods approach and the Mosaic approach 
allowed me to expand the breadth and depth of the exploration into mindfulness and 
preschool children.  
 
5.21 Research Questions  
The questions I was investigating were: 
1- How does mindfulness facilitate the development of children’s well-being 
dispositions in a Hong Kong international preschool context?  
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2- What are the perceptions of teachers and parents in a Hong Kong international 
preschool context relating to mindfulness and its influences on children’s well-being 
dispositions?  
3- How do preschool students in a Hong Kong international preschool context 
perceive the ideas of mindfulness and kindness? 
 
5.22 The Findings with Discussion and Links to the Literature 
Overall, there were several areas found to be beneficial in helping children to 
develop their well-being dispositions after completing the six-week mindfulness 
curriculum. This section has eight relevant findings that are discussed in conjunction 
with the literature to further support the arguments.  
The data from these findings come from the cross-examination of the pre and post-
survey data of parents and teachers, the pre and post-interviews of parents, the two 
classroom measures, the children’s drawings and their own words scribed by the 
teacher, alongside the teachers’ observations.  
The intersection of these data formed an interesting result, which indicates that 
mindfulness can be a beneficial addition to preschool classrooms. The findings are 
discussed together, as there are many overlapping areas in answering the 
questions and in order not to be repetitive, I decided to answer them as a whole. 
The first two findings intersect and are therefore discussed together. 
 
Finding 1 – Children may feel increased calmness and relaxation after 
completing a preschool mindfulness curriculum 
Finding 2- Teachers may feel calmer and experience calmer classrooms as a 
result of a preschool mindfulness curriculum 
Increased calmness and relaxation are discussed together as they are intricately 
linked. This research found that children were calmer in the classroom and teachers 
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themselves felt calmer as they practised the mindfulness lessons with their 
students. This finding is in alignment with several studies including that from Adair 
and Bhaskaran (2010) which showed increased calmness in preschool children, 
although that study used yoga, as the only mindfulness practice.  Liehr and Diaz 
(2010) also came to a similar conclusion showing an MBI with older children could 
produce calmer children. It is interesting to think about how different curricula 
offering different practices might reflect in the different outcomes for students, but 
also that ones with such different practices could ultimately result in a similar finding. 
Additional studies reported that mindfulness brings about increased relaxation 
(Weare 2013) and this was also noted by parents and teachers both of whom 
indicated that children could relax more easily. Parents noted children could sleep 
more easily due to being more relaxed as in studies by Campion and Rocco (2009), 
which agrees with findings in studies such as Wall (2005). 
The reflection that teachers felt calmer links to the research of Goodman and 
Kaiser-Greenland (2009), showing that teachers and students can develop their 
mindfulness practice together and leads to the premise that embodied mindfulness 
is key to children benefiting from mindfulness in the classroom. Moreover, teachers 
showed much higher levels of practice, after the intervention, as reported by the 
teacher interviews. Many indicated that they had started small practices such as 
five-minute meditations using apps, using their breath more effectively, and had an 
awareness of mindfulness in their daily teaching practice that seemed to help them 
be personally more mindful which led to calmer classroom environments. Again, if 
one examines Bronfenbrenner’s ecological systems model, one might see how the 
microsystem and the mesosystem are interlinked and how the immediate 
environments might change if relaxation or calmness are integrated into 
classrooms. In fact, this agrees with research (Goodman and Kaiser-Greenland, 
2009) showing that a calmer parent or teacher enables children to be calmer too. 
One area on which this research builds is the minimal previous research on 
mindfulness and early childhood (Flook et al., 2015; Zelazo and Lyons, 2012; 
Zelazo et al., 2018). Although there are several studies relating to the inclusion of 
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children’s perceptions of mindfulness with older children, there are none that relate 
to young children. Children noted several themes that interestingly overlapped with 
teachers, parents, and the research in the field. Through their drawings, children 
readily expressed that mindfulness links to both calmness and relaxation. This 
finding is interesting as it shows that children can recognise common aspects of 
mindfulness from even a short exposure to a mindfulness curriculum when they are 
directly and indirectly taught strategies to feel calmer and more relaxed.  
Another area that this research expanded on, is that it included both parent and 
teacher perceptions. Recent studies show that mindfulness interventions may enjoy 
a stronger influence on children when combined with parental training (Neville et al., 
2013). Although this intervention did not include parental training, there were parent-
activity-cards sent home, and parents were integral to the research, as the main 
adults in their children’s lives. Parents were highly supportive of the project. 
As I discussed earlier, this study is essential in the Hong Kong context as young 
children are experiencing increased stress, and older children do not have tools to 
help them cope with stress and anxiety resulting in high levels of thoughts or 
attempts at suicide in the student population as discussed by Yip et al. (2004). 
Parents and teachers agreed that the stress and anxiety Hong Kong’s preschoolers 
experience is due to the entrance interviews to enter kindergarten as discussed by 
Rao et al. (2003), the overscheduling of activities, primary school entrance 
interviews and the expectations of learning many topics at a young age to cope with 
Year 1 of primary school. This finding builds on the research by Pearson and Rao 
(2006) and Rao and Koong (2000) by adding additional perceptions to the reasons 
behind preschool anxiety and stress.  
These findings could also be linked to the Bronfenbrenner Ecological Systems 
Theory if one thinks about the broader issues in Hong Kong society in the 
macrosystem such the norms related to the overscheduling of children or increasing 
suicide rates in children, for example. These factors may improve with systems in 
place working within the different levels of society to improve relaxation and 
calmness for example workplace stress reduction. One might also relate it directly to 
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the microsystem since one knows from research that parental and teacher calmness 
and relaxation directly impacts children’s levels in these areas. One can also 
consider how the macrosystem, and how that affects Hong Kong’s children 
indirectly. For example, the policies and concerns of the Hong Kong Education 
Department, and the culture itself, with its competitive drive for primary school 
entrance heavily influences the lives of Hong Kong’s young children every day. 
Also, one can see how the macrosystem plays a large role in determining social 
issues such as the cultural expectations of what young children should be learning 
and doing both at home and school. Next, I would like to share a Bronfenbrenner’s 
ecological systems model in the Hong Kong context of this study and synthesise 
how researchers might use it to reflect on the child at the centre. Figure 9 shows 
how the ecological systems theory may influence Hong Kong preschoolers. 
 
Finding 3- Children experienced an increase in prosocial behaviour when 
exposed to a six-week mindfulness curriculum 
The mindfulness curriculum was found to be beneficial to children’s prosocial 
behaviours including showing concern for others and being kind. Many data points 
triangulated this finding although, to be clear, the quantitative data can only be 
assumed to be an inferential link. 
Both parents and teachers in the Intervention Groups reported in survey results, that 
they noticed children exhibiting more prosocial behaviours in their home and school 
life after completing the curriculum intervention. Extensive examples were given in 
the interviews from the Intervention Group such as children sharing more readily, 
comforting their peers, noting and feeling concern when peers were absent from 






Figure 9: Preschool Child in Hong Kong Ecological Systems Model 
 
Exosystem is the external environment that indirectly 
affects the child. In this case, that would include the 
education department’s rules and regulations for 
preschools, primary schools and competitive pressures 
of external events the school participates in such as 
speech festival competitions. 
 
Macrosystem is the wider cultural context. In Hong 
Kong, this would include the mix of Western and 
Confucian beliefs, the beliefs of what preschool 
education is supposed to do and what that looks like for 
children. 
 
Chronosystem is about time, such as the moment to 
moment connections in a preschool or between family 
members as well as the passage of time from birth to 
preschool and then to primary and beyond. 
Bronfenbrenner also discusses the development of 
dispositions over time. 
The Preschool Child in 
Hong Kong is at the centre of 
our model 
 
Microsystem is the 
immediate environment, in this 
case, the child’s family, 
helpers, preschool, and 
tutoring centres, for example, 
that child is directly involved 
with regularly. All these factors 
are crucial in the child’s 
development and could 
drastically influence the levels 
of stress in the child. 
 
Mesosystem are the 
connections between the 
immediate environments. 
Important in this context is the 
relationship between the 
parents and the preschool, the 
parents and the tutoring 
centres, the helper and the 
child for example. These 
relationships will help to 
determine the support or 
pressure a child feels. Another 
important point here is the 
transition to primary school. 
 
 






Findings on prosocial behaviour were interesting when comparing Intervention 
Group and Waitlist Group as these indicated that the Intervention Group students 
had beneficial changes. Also, aspects that related to concern for others was 
significant with low effect as reported by the parents in the Intervention Group when 
comparing the pre and post groups. Teachers’ survey data also showed significant 
improvements in the area of improved kindness with a high effect in the Intervention 
Group  
Classroom assessments also found that all classes in the Intervention Group, 
exhibited a significant increase in recognition of acts of kindness from the beginning 
to the end of the intervention with high effect, indicating that the children were 
embracing the lessons and could discuss and exemplify what they were learning. 
Additionally, the sharing assessment conducted also showed a significant change in 
the children’s willingness to share during the intervention with high effect. Of course, 
I cannot attribute this solely to the MBI as I do not know how the students in the 
Waitlist Group would fare in such an assessment, but it is likely that the direct 
teaching of the dispositions to be kind, to be caring and to be empathic resulted in 
such growth in the students learning in this area. 
The data from this study builds on the findings by Flook et al. (2015), who also 
noted more prosocial behaviour in young children after completing a kindness 
curriculum. This finding also links to the work of Wolf (2000) about specific practices 
that are beneficial for young children concerning developing kindness and peace in 
the classroom by corroborating that those practices produce the stated effects. 
Others such as Black and Fernando (2014) also found improved prosocial 
behaviour but with children in lower elementary school. 
Again, by including the voice of the children and their work, I have built on previous 
research by validating it and adding several new dimensions, where one can see 
how the children perceived this area. Children were very adept at exemplifying and 
developing their disposition of being kind. They were able to portray and display 
kindness through their drawings and voice and could clearly indicate what kindness 
looks like drawing specific examples, from inside and outside school and home, 
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such as giving up a seat on the train or sharing their toys. They developed themes 
in their work including giving, sharing, helping others and love. 
 
Finding 4- Preschool children can increase their disposition to be attentive 
and focussed after a 6-week mindfulness intervention 
While the findings on focus and attention were also positive with some teachers 
indicating that children had longer attention spans during the study, some teachers 
reported in interviews that they only saw a small difference in this area. However, 
the survey data showed there was significance with a high effect between the pre 
and post Intervention Groups. Several parents in the Intervention Group could note 
improvements in their child’s ability to focus or be more attentive in the interviews 
and pre- and post-survey data noted a significant improvement with low effect. This 
finding is contradictory as in the research, for example, that done by Lim and Qu 
(2017) stated that no change was found in attentional skills while others, such as 
Adair and Bhaskaran (2010) and Garg et al. (2013), noted the children experienced 
increased focus and concentration. Again, this may be due to specific lessons within 
the interventions, the length of time and other factors and one must also consider 
that the quantitative data is only indicative and an inferential link. 
All of the adults with both the Intervention and Waitlist Groups in this study reported 
that increasing the focus of children would be a useful idea in preschool. The 
disposition of being attentive would be highly useful for teachers and parents to 
enhance learning in all areas to maximise the child’s ability to be present with their 







Finding 5 Inconclusive evidence was found that self-regulation improved as a 
result of the preschool mindfulness intervention  
In their interviews, teachers and parents noted several improvements in children’s 
self-regulation during this study and parents’ survey data analysis noted a 
significant change with low effect in this area. However, teachers’ survey data found 
no significance and no effect in the area of emotional management, which has some 
links to self-regulation. Although the findings on self-regulation were weaker than 
those of attention this may be due to the fact that self-regulation consists of a much 
broader area than only attention as discussed in Chapter 2.   
Interview data was mixed in this area with a few parents and teachers commenting 
on improvements, but no consensus, therefore, little triangulation of the data is 
possible. This finding is in contradiction to that of Garg et al. (2013), who did note a 
substantial increase in self- regulation among students, though their study focussed 
on elementary-aged children rather than preschoolers. Razza, Bergen-Cico, and 
Raymond (2015) also found an improvement in self-regulation but not in focussed 
attention, which contradicts this study somewhat, as the opposite was found with 
strong improvements noted in children’s ability to focus. This contradiction may be 
because they focussed on yoga as a mindfulness activity, while the curriculum in 
this study focussed more on kindness, awareness and relaxation. Regarding the 
children’s evidence, they were able to draw and label emotions more readily, 
perhaps indicating they are moving towards more fluid emotional regulation or at 
least higher levels of emotional literacy.  
 
Finding 6 Children showed some improvement in emotional literacy and 
expression during the preschool mindfulness intervention 
Although not as clear as the finding of greater kindness and calmness, there was 
some evidence that children benefited in the sphere of emotional literacy education. 
Although teachers’ survey data did not show strong results in emotional 
management interview data was more positive. After analysing the interview 
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evidence, it included many mentions of children managing to calm down themselves 
or their peers using the breath or simply by being more compassionate with their 
language. Children produced somewhat stronger evidence with their pictures 
depicting love and hearts and other pictures where children name and identify 
emotions such as happiness and sadness and, in some cases, how to change a sad 
feeling to a happier one. This ability to notice and name emotions is very pleasing to 
an educator and would be a first step for students to become more mindful and 
accepting their feelings.  
If one refers to the ecological systems model one might think about how the 
microsystem of the child, that is their preschool, their parents, helpers and others in 
their immediate life model emotional literacy as research shows that children often 
mirror the adults in their life (Goodman and Kaiser-Greenland, 2009). One might 
also consider the macrosystem and perhaps how Chinese culture often does not 
appreciate the use of emotional language as discussed in Chapter 2 (Bond, 1993), 
and how that perhaps contributes to the mixed results in this area. 
 
Finding 7 -Breathwork is an important component of a preschool mindfulness 
curriculum 
Teachers and parents both spoke about their children displaying awareness of 
breathwork in their interviews and the children did so in their drawings and words, 
so this is an integral part of the mindfulness curriculum. Besides, Goodman and 
Kaiser-Greenland (2009, p.425) stated that breath awareness is a tremendously 
valuable practice of mindfulness.  
Teachers observed that the most beneficial lessons were those related to 
breathwork and kindness. They stated that children were highly engaged in those 
activities and could internalise and learn very quickly in these areas, while parents 
found their children using this skill at home and enjoying sharing it with family 
members. Parents also enjoyed the home-school link, with the parent cards 
provided to practice breathwork at home. 
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The children also noted breathwork as being important in mindfulness and 
discussed several breathwork activities they had done in the class in their drawings. 
This finding was interesting as it is quite an abstract concept, although the 
curriculum offered ways to make this more concrete. However, it links with the 
research of Vygotsky on ZPD, as when a teacher who has embodied mindfulness, 
demonstrates to a student how to use the breath effectively, then the student 
internalises that learning and can then do so independently.  Perhaps as an adult 
was modelling the breathwork and making the concept external by discussing it in 
words and using a variety of ways to notice the breath, children could develop the 
skill of noticing their own breath. This breath awareness could support the other 
findings discussed above such as being calm and relaxed, and even prosocial 
behaviour as children noticed their breath patterns and changed their reactions 
based on these observations to kinder, more caring responses.  
Interestingly teachers’ survey data showed no significance or effect on the question 
‘What percentage of your class currently show mindfulness characteristics?’ when 
applied with the intervention group, although the breathwork is an integral part of 
being mindful. This may be because of the teacher’s not associating specific 
concepts such as breathwork directly to mindfulness characteristics in a child 
although they spoke about becoming more mindful themselves. 
 
Finding 8- Mindfulness is perceived by teachers and parents as one possible 
solution to help young children develop skills to decrease stress and anxiety 
Aspects of this finding ties in with the Bronfenbrenner’s Ecological Systems model 
discussed in Chapter 2. It shows how the macrosystem, that is the wider cultural 
context where norms such as high academic expectations are found, and the 
exosystem, that is, for example, the pressures associated with primary school 
admission, could be related to wider societal issues such as the increases in child 
suicide and increasing stress levels in young children. 
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The shared experience in social groups often aids in feeling less isolated when we 
are suffering (Germer and Neff, 2013) and parents and teachers seemed united, as 
if on a joint mission to solve a problem in these discussions. What is of note is that 
although experiences of parents and teachers are different in many aspects of this 
study, there were also many overlapping areas, especially a mutual feeling of taking 
action to help young children. 
Before the intervention parents and teachers alike agreed that children’s well-being 
should be a top priority in preschools and that mindfulness could be a helpful 
construct. However, some parents were concerned about the impact on other 
academic areas of development while teachers worried about fitting it into the 
curriculum, with all the other initiatives the schools had in place. This discussion is in 
alignment with the research from Yuen and Grieshaber (2009) and Fung and Lam 
(2012) who described Hong Kong parent’s drive to ensure their children access 
academic curricula from a young age. Although post-intervention, most stakeholders 
agreed that there was a benefit to including this curriculum and many were 
interested to see what a longer-term programme would look like and how it might be 
of benefit, teachers and parents demonstrated conflict about the specific ways to 
improve children’s well-being.   
Teachers emphasised they would include much more time for this learning in 
preschool classrooms and remove the many academic aspects in their preschools 
such as bookwork. Parents, on the other hand, wondered how this could be added 
into the curriculum without any academic time being lost, for instance, by offering 
more afterschool clubs or extending school hours. This arrangement will be an issue 
to discuss and agree upon with the school’s directors and then to engage parents in 
educational programmes highlighting how children learn best and how perhaps 
some of the academic pressures may not be in children’s best interest as described 





Other Findings of Interest to This Discussion 
Teachers noted that the curriculum was easy to implement due to the easy to read 
and implement lessons and the resources provided which teachers felt they could 
implement without a great deal of extra preparation. Teachers of 3-year-olds 
indicated that some of the lessons would be better suited to be shorter and so this 
could be a consideration for future planning. In Hong Kong there is not a free flow in 
preschools and lesson time is strictly regulated by the Ministry of Education. 
Teachers are obliged, for example, have a 30- minute music lesson or physical, 
snack and bathroom breaks at specific times. This structure does not lend to the 
natural flow of activities seen in many Western preschools. Teachers of one school, 
which has a 15-minute shorter length in daily timing, reported that it was challenging 
to fit in the longer activities due to the shorter timing and requirements of other 
academic work. Therefore, I feel it is important that teachers intentionally select 
those parts of the curriculum that will work best within their classroom to make it a 
more enjoyable and educationally effective environment. 
 
 
5.3 Possible Issues with the Findings 
The findings in this study are to be considered carefully and viewed as exploratory. 
The quantitative data should be viewed as inferential and not causal. Further 
studies are needed to explore the findings. For example, it is unknown if the 
children’s perceived stress is due to the education system or the stress felt by 
parents and teachers to prepare students for the upcoming primary schooling. 
Future research could investigate this aspect of Hong Kong preschools children’s 
microsystem, macrosystem and exosystem and what is causing the evidenced 
stress.  
 
As Goodman and Kaiser-Greenland (2009, p.424) noted, ‘there is a learning curve. 
Mindfulness takes practice; insight and compassion are experiences that cannot be 
forced’. Concurring, Segal et al. (2002), suggested that regular practice is required 
to maintain the benefits of mindfulness and hence longitudinal studies would be 
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beneficial. The curriculum was six-weeks long and further research to determine 
how long the effects on the intervention could last be useful.  
 
Data about the amount of home practice was not collected, although several 
parents discussed practising at home with their child. Home practice could 
significantly affect the study, and in the future, I would recommend accounting for 
this with the survey questions to gain an idea of the amount of time parents spent 
practising. This recommendation is in line with Huppert and Johnson (2010), who 
indicated that home study has significant implications. 
Parents may have been biased when reporting findings as Hong Kong is highly 
competitive. The principals of the schools explained that in their experience parents 
would like their child to be a shining example. This desire for a child to be viewed as 
exemplary may have affected their responses, especially in the interview portion 
where other parents were there together.  
An additional point to reflect on in this study is whether the placebo effect could 
have influenced the responses of the participants. Although every effort was made 
to remain impartial participants may have had positive expectations of the 
curriculum that could have influenced their responses. It would be difficult to control 
for these in this study since participants themselves may not be aware of these 
biases within themselves.  
As I was not able to be in Hong Kong for the whole timeframe of the study due to 
costs, the post-interviews were conducted through Skype. This different interview 
setting may have affected the results, as being face-to-face and onscreen are quite 
different experiences. I found it was more challenging to manage the group 
onscreen than in person.  
As a single researcher, I had to limit the study to the amount I felt I could manage 
and budget. Therefore, although there were many other options for analysis, I 
decided to focus on those I felt most important and perhaps come back to the others 
at a later date. 
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The current sample consists of nearly exclusively native Hong Kong Chinese 
parents; thus, the findings may have limited applicability to a more diverse sample 
outside of Hong Kong International Preschools. As an educator working across 
many different countries, I note many similarities with other Asian preschool 
settings, and other competitive settings such as areas of the USA and the UK. 
Therefore, this study may apply to other places where young children also 
experience stressful education situations. 
Another issue concerns the discussion raised in Chapter 2 about the overlap in 
some of the dispositions explored. Research is not decisive on the exact definitions 
of attention, self-regulation, emotional competence, prosocial behaviour with various 
researchers defining different aspects as more or less important, as discussed in 
Chapter 2. How they overlap and intertwine could be an issue with this study. Since 
these were measured separately there is the possibility, they may have skewed the 
results. In addition, one survey question overlaps slightly as in both the self-
regulation and social competence measures ask about the child’s ability to control 
tantrums which could have also slightly skewed those results. 
The discrepancy between the findings of inconclusive improvements in self-
regulation and the teachers noting no effect on emotional management may be due 
to the perceptions of the teachers regarding what preschool aged children should be 
able to do developmentally at that age (regarding emotional management) due to 
the macrosystems in Hong Kong. The fact that there was strong evidence detailing 
emotional literacy in both the interviews and the children’s own work may mean the 
teacher’s did not link the concepts together and need more training in this area or 
that there was an issue with understanding the survey question. 
Additionally, as nearly all the teachers knew me, they may have felt some social 
pressure to participate or feel they would be viewed as uncooperative if they 
refrained. I made every effort to make sure that the participants knew that 
participation was entirely voluntary.  
Consequently, these factors are to be considered when applying the findings from 
this study. Despite these limitations, I believe there is a large pool of useful data to 
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develop further research from and to explore further aspects on mindfulness with 
preschoolers. 
 
5.4 Contributions to the Field 
This research study has contributed to the field in several ways. Firstly, it has built 
on the minimal early childhood research in this area and expanded on the research 
of others (Flook et al., 2015) who explored EF, academic improvements and 
prosocial behaviours through a different lens. In this study, I examined how 
childhood dispositions linked to well-being might develop through mindfulness, 
something not discussed in the current literature. 
 
As noted by Ager, Albrecht and Cohen (2015), most mindfulness research does not 
consider the voice of the child, and I found no studies that attempted to do so with 
preschoolers. No other mindfulness research with children under 5 years old was 
found that included the child’s voice and perceptions, so this study is unique in this 
respect and adds an important perspective. This new concept in preschool 
mindfulness research adds to this area of qualitative research and can help to 
determine what parts of the curriculum are most absorbed, enjoyed and useful for 
young children. 
One area where this research will be especially helpful is in Hong Kong preschools, 
where no current research linked with mindfulness or well-being dispositions is 
available. It is a much-needed area of discussion to help combat the low levels of 
student well-being. This research opens the door for discussions and exploration 
about how mindfulness may help young students cope with the stress of schooling 
in Hong Kong and other countries with similarly high-pressure stakes; however, as 
the results are indicative findings and I cannot presume to indicate broader findings 
with this study.  
Research that examined parents’ perceptions of mindfulness in a preschool setting 
was also limited and this study, by including the voice, observations, and opinions of 
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the parents, led to a triangulated outcome that found there was agreement from 
many data points and with three groups: teachers, children and parents. 
In studying the ecological system model, this study might also promote further 
research and discussion into broad societal concerns such as suicide, high 
academic pressure, primary entrance and overscheduling. These concerns require 
more research into whether specific community outreach, school education or 
individual classes can provide solutions. Researchers need to examine all levels of 
the ecological systems and note where changes may be useful and explore how to 
best integrate those changes to support a child’s healthy development. 
This study would also be of interest and helpful to other early year educators and 
researchers globally, in reflecting on what mindfulness looks like with children ages 
5 years and under, and how one might learn from the perceptions of the different 
stakeholders in our schools. 
 
5.5 Research Conclusions 
The results of this research noted that a mindfulness curriculum is a beneficial 
intervention for helping preschool students in a Hong Kong context to develop 
positive well-being dispositions. These dispositions included being kind, focussed, 
caring, calm and relaxed.  According to the stakeholders, including parents, children 
and teachers, children experienced improvements in the development of various 
dispositions and well-being factors.  
 
Overlapping areas of positive data between all three parties include being calm, 
being relaxed, expressing kindness, sharing and showing positive emotional 
expression.  Parents and teachers also described the MBI as aiding with stress and 
anxiety reduction, improving empathy and compassion, and increasing focus and 




This research concludes that a mindfulness curriculum may be a useful tool to 
introduce into Hong Kong preschools. Teachers’ embodiment of mindfulness to 
develop positive dispositions in children is an important step. Teacher’s professional 
development may consider discussing Vygotsky’s ZPD and how teachers might use 
this approach may further children’s learning in this area. Although this MBI is 
exploratory, as Harnett and Dawe (2012) showed, there is no foreseeable harm in 
introducing such practices and I believe they could be beneficial in societies 
experiencing high stress among students.  
Teachers found the curriculum easy to implement and children seemed to find it 
enjoyable in learning the intended skills. Children’s voice and drawings also 
indicated that they could understand and absorb the information.  
Teachers who practised more mindfulness themselves, felt the curriculum had more 
pronounced effects than those who did not. This links back to the research from 
Singh et al. (2013), who noted that teachers who practised mindfulness themselves 
noticed benefits in their students. 
A six-week mindfulness intervention can lead to small improvements in children 
well-being dispositions such as, being kind, attentive, and self-regulating one’s 
emotions. Mindfulness may be best introduced in the preschool environment with a 
combination of moment to moment awareness alongside short, playful lessons and 
integrated into the curriculum through art, language and literacy, physical play, 
snack time or meals and other areas.  
Improving the well-being of young students is of interest to the schools’ leadership 
as Hong Kong society has a highly competitive nature of schooling, starting with 
preschools. Many parents voiced an interest in social-emotional outcomes for their 
children, and teachers noted this as a top priority in their work with students. 
Before implementing a mindfulness curriculum in schools, encouraging teachers to 
develop their mindfulness practice and skills is important, as it appears to be 
reflected in the outcomes of the children’s classes. A teacher who embodies 
mindfulness will be able to share that outlook with their students. 
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Educators would benefit from focussing on how they can include children in the 
exploration of mindfulness and what they think and like or dislike about the process 
as Lam et al., (2015) did. Additionally, as Ager, Albrecht and Cohen (2015) stated, 
the inclusion of children’s voice in mindfulness research is beneficial.  
The findings showed that well-being dispositions in young children might benefit 
from the incorporation of mindfulness in the daily programme through teacher 
embodied mindfulness as mentioned by Goodman and Kaiser-Greenland (2009) 
and through activities designed to align with a child-centred curriculum that links the 
child with others and the natural world as Wolf (2000) mentioned. This research has 
practical realities for future researchers when examining what the best way to 
improve well-being dispositions in young children may be.  
 
5.6 Suggestions for Future Research 
There are a variety of areas for future researchers to examine. Mindfulness and 
well-being are growing fields but are only at the beginning of exploring some areas 
of mindfulness, well-being or dispositions in-depth and examining their 
interconnections. 
 
One area where more research is needed is to see how mindfulness programs may 
impact children from diverse family backgrounds including examining financial, 
cultural and familial diversity.  While this study was in Hong Kong with mostly Hong 
Kong Chinese children and parents, and a mix of Hong Kong Chinese and Western 
teachers, some studies mentioned in the literature looked at low-income children. 
However, there is little research that explicitly questions the cultural, financial or 
related aspects of the macrosystem that the child lives in and how that might 
influence results. 
Research in the preschool age range is minimal at the moment, and what does exist 
focuses on a limited area of study. Therefore, more studies examining how 
mindfulness influences children’s play and other interactions in the early years’ 
192 
 
classroom are essential. Educators know young children learn very differently from 
older children and so research exploring the best teaching methods with young 
children is needed. Further research is needed in the early years using mindfulness 
in the classroom to determine how these skills might help children to develop their 
dispositions in other areas linked to mindfulness, such as curiosity,  
Longitudinal studies that cover time periods over a year, or several years, may 
produce more robust data and could examine what parts of the curriculum are most 
effective and how long the benefits in the various studies last.  Furthermore, how 
the learning environment affects mindfulness in the early years’ classroom would be 
an interesting area of research, especially with younger children. Since educators 
know the environment is crucial to the learner experience, researching how the 
classroom environments affect mindfulness practice would be interesting as there is 
current research on the overstimulation in some classrooms due to many 
decorations and other items. 
Bernay et al. (2016), note that researchers of mindfulness-based interventions 
stated the need for larger-scale studies using quantitative data and including a 
randomised controlled design. However, I do not agree that all research needs to be 
RCT with large quantitative data sets, as I believe that those studies that use a 
variety of different methodologies are likely to find many conclusions that could 
prove helpful when triangulated. 
Another area of future research is the impact of teachers’ mindfulness practice on 
their students and their classrooms. It would be fascinating to see how teachers with 
no training, training alongside the students and those pre-trained in MBSR or other 
methods differ.  
Also, there appears to be a lack of exploratory and qualitative research available to 
understand the different effects and applications of mindfulness techniques for 






I recommend that the preschools in this study implement a year-round mindfulness 
curriculum and measure the benefits, to see which intervention-shorter or longer- is 
more effective. This evaluation would then form the basis for a programme that 
supports and aids young preschoolers in developing stress relief and improved well-
being dispositions that will be beneficial for their mental health. 
I would encourage other preschools in Hong Kong and worldwide, to implement the 
six-week mindfulness programme and see what results they obtain to compare and 
contrast with this study, and hopefully see the same benefits that this study provided  
Hong Kong children in these seven preschools. 
I would encourage schools to help teachers to develop their own mindfulness 
practice either before or alongside their work with children. By embodying a mindful 
teaching stance, teachers will be more able to embed the essence of mindfulness 
into young children’s daily lives. Additionally, there are many potential benefits for 
reducing teacher’s stress levels which may in turn help student anxiety decrease.  
I would encourage preschools to work with parents to run collaborative training and 
information sessions to enable parents to become more mindful while helping their 
child to learn the disposition of being mindful. Due to the mesosystem where school 
and parents intersect, schools supporting parents with mindfulness practice may be 
crucial in effective outcomes, particularly with young children. Researchers know 
that concurrent or co-participation programmes in clinical studies with parents have 
evidence of interaction effects (Burke, 2010). Therefore, by working together and 
integrating all the systems in a child’s life, the child will be more able to engage in 
learning and benefit from the mentoring of the adults in his or her life. This 
consistency between home and school is crucial in ensuring the success of new 
programmes.  
I would encourage educators and parents in Hong Kong to continue to discuss with 
the education department ways to help young children with stress and anxiety, and 
to create more communication and transition between preschool and primary 




5.8 Final Thought 
It is my hope that as researchers we can work to find a solution to help students in 
Hong Kong and worldwide who are experiencing well-documented increased levels 
of stress and anxiety to learn to flourish. Even young children are experiencing 
mental health issues and it is crucial that educators, parents and researchers find 
solutions to these issues very quickly, so that the situation does not worsen. One 
such solution may be to incorporate mindfulness training in preschools, to help 
students develop a toolbox of strategies for managing their stress and anxiety and 
cultivate lifelong skills and dispositions that will naturally embed in their minds and 
bodies. It is my impassioned hope that this research is continued, and together, we 
can find the best and most effective ways to help young children to thrive at school 
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List of Selected Mindfulness Studies in Schools  
Study 
Author 




Curriculum  Method Findings 
Lau and 
Hue  












improvement in one 
dimension of well-




2005 1st to 3rd 
grades 








improvements in 3 
attentional skills 
Lower text anxiety 
Improved social skills 




















Not indicated Happier outlooks 
Campion 
and Rocco 
2009 5-18 10000   Semi-structured 
individual and 
group interviews 
with 54 students, 
19 teachers and 























Less poor behaviour 









2012 primary 937 children 
47 teachers 

















YogaRI Teacher report Minimal effects on 
academic 
performance  









Hatha Yoga Teacher report Increased balance, 


















No improvement in 
focussed attention 






















to Grade 6 














2014 3-5 27 Six weeks   
Once per 






 Improved balance, 
flexibility and strength 








Student report Students found 
programme boring 
leading to designers 





2015 preschool 68 Twelve 
weeks 
2 times per 
















disorder and anxiety 
decreased 
significantly. Most 
students also reported 





Less selfish behaviour 
More social aptitude 
Schonert-
Reichl et al. 
2015 Fourth and 
fifth graders 
100 12 lessons 
once per 




















accuracy in the EF 
inhibitory control tasks 
No differences were 
noted in children’s 



























9 weeks MBI  Less panic attacks 
Less OCD 
Students self-report 
programme is helpful 
Poehlmann-
Tynan et al. 
2016 preschoolers 29 12 weeks  Self-
regulation  
RCT Significantly improved 
attentional focus and 
self-regulation 
 






2018 4-year-old  One year Mindfulness RCT Improved EF 
Wood et al. 2018 3-5 27  Mini Mind RCT Non-significant small 













3 groups with 
different options 





and literacy groups 
but both had higher 








Letter of Consent 
Dear Parents, 
I would like to inform you about an upcoming research project that will taking place in your 
child’s school.  
My name is Helen Maffini, you may know me as your school’s education consultant. I will be 
leading the research as I am a doctoral student at the University of Bath in the UK. I have 
worked in the education field for over 20 years and am the co-author of the book 
‘Developing Children’s Emotional Intelligence’.   
The research project is on the topic of ‘how does mindfulness training influences Hong 
Kong preschooler’s well-being’.  Mindfulness is linked to social-emotional learning and this 
research would like to learn the views of teachers, parents and children around this topic. 
I would like to ask if you would be interested in joining this research project and to obtain 
your permission to participate in the study if you are interested. The study will occur over a 
six-week period beginning in early March. The project will be conducted in PN, PL and PU 
classes.   
During early March to late April some classes will participate in three 15-minute mindfulness 
plus additional time for art and other related projects for six weeks. As part of this new 
curriculum several of the children’s journal entries will be focused on mindfulness and 
kindness lessons and  I would also ask for your permission to examine the journal drawings 
along with any scribed notes from the teachers of what your child said about mindfulness 
and kindness, as well as any classroom assessments, observations or documentation 
linked to this curriculum. 
Parents who agree to participate will be asked to fill in two surveys as the beginning and 
end of the research phase to learn about their perceptions of mindfulness and their 
perceptions of their child’s well-being before and after the mindfulness curriculum is 
implemented. In addition, I would also like to conduct a small group interview with a small 
group of parents which will take approximately 45 minutes and occur two times once on 
March 8 and once on April 20th.  
Parents have the right to withdraw their permission at any time during the study without 
penalty by simply letting the researcher or school know. There are no expected risks with 
participation in this study. All individual results are considered confidential and will not be 
shared with any other persons. All data that identifies you by name will be destroyed after I 
have conducted the research and all names in my thesis will be pseudonyms. 
This research study has been approved by the University of Bath. It is your choice whether 
to participate or not and you do not need to feel any obligation to do so. If you have any 
questions or concerns about participation in this study please feel free to contact me at 
ghmaffini@gmail.com or tel 1-613-400-8853 or skype helen.maffini 
If you agree to participate please fill in the permission form indicating so and return it in the 




If you would like to participate please complete the attached permission form indicating 
whether you give permission to participate in this research study. Thank you in advance for 




I ________________________________________(name) parent of 
________________________________________ (child’s name) in 
_________________(class)  
give permission/ do not give permission (please circle one) 
to participate in the research study about how mindfulness influences Hong Kong 
preschooler’s well-being conducted by Mrs. Helen Maffini through the University of 
Bath. 
 
I also agree to /do not agree (please circle one) to fill in a survey at the beginning 
and end of the research. 
 
I also wish/do not wish (please circle one) to be invited to the small group interviews 
before and after the research. (Please note you may withdraw if the timings/dates 
are not convenient). 
 
I agree/do not agree for Helen Maffini to analyze my child’s journal entries, child’s 
voice scribed by the teacher, classroom assessments and other classroom 
documents as part of this study. 
 









Letter of Consent 
Dear Teachers, 
My name is Helen Maffini and I am doctoral student at the University of Bath in the UK. I 
have worked in the education field for over 20 years and hold a Master of Education degree 
specializing in Early Childhood. I am co-author of the book ‘Developing Children’s 
Emotional Intelligence’ and work with your school occasionally as an education consultant, 
so many of you may know me already.  
I am currently planning research for my doctoral thesis on the topic of how mindfulness 
influences Hong Kong preschoolers’ well-being.  Your school has agreed to take part in the 
research. As you know a mindfulness curriculum will be implemented over six weeks which 
entails 15-minute lessons three times a week plus a longer lesson and other short moments 
of mindfulness.  
I would like to ask if you are interested in participating in the study beginning in early March. 
The project will be conducted in NC, LK and UK classes.  I am interested in learning about 
parent, teachers and children’s perceptions and any benefits mindfulness might offer for the 
children in Hong Kong.  
Participation would require filling in a brief pre and post survey about your class and then 
participating in a group meeting at your school pre and post for one hour to discuss more in-
depth. I would also like to examine children’s work, observations and other documentation 
from your classroom.  
Teachers have the right to withdraw their permission at any time during the study without 
penalty by simply letting either myself for the school know. There are no expected risks with 
participation in this study. All information shared will be kept confidential. Your name will be 
changed to an identifier and all identifying data destroyed after the study. Names will be 
changed to pseudonyms in the study. 
This research study has been approved by the University of Bath. It is your choice whether 
to participate or not and you do not need to feel any obligation to do so. If you have any 
questions or concerns about participation in this study please feel free to contact me at 
ghmaffini@gmail.com or tel 1-613-400-8853 or skype helen.maffini 
If you agree to participate please fill in the permission form indicating so and return it in the 
envelope provided to the school office. 





I ________________________________________(name) teacher of 
________________________________________ (class) at 
____________________________(school name)  
give my permission/ do not give my permission (please circle one) 
 to participate in the research study about how mindfulness influences Hong Kong 
preschooler’s well-being conducted by Helen Maffini through the University of Bath. 
Including completing a pre and post survey and pre and post group interview. 
Documents from my classroom may be examined. 








Parent Pre-Survey: Mindfulness Curriculum Intervention 
 
Parent Name: ________________________________  Class:_________________ 
 
Child’s Name________________________________ Date: ____________________________ 
 




2 3 4 5 
(most) 
I am familiar with the term mindfulness.  
 
 
     
I practice mindfulness in my daily life.  
 
 
     
My child already practices mindfulness.  
 
 
     
I believe children need to learn skills to improve their 
well-being. 
 
     
I believe it is important for preschools to teach children 
to be kind. 
 
     
I believe it is important to teach children how to focus 
their attention.  
 
     
I believe children need to learn skills to improve their 
self-regulation.  
 
     
I believe that Hong Kong students experience higher 
levels of stress than students in Western countries.  
 
     
I believe children should learn to manage their emotions.  
 
 











          Tick the box that matches the frequency. How frequently does your child exhibit the described skill  
          or behaviour?  
 Almost 
Never 
Sometimes Frequently Almost 
Always 
Concern for others/Empathy/Kindness 
Shares toys and materials with others    
 
   
Is empathetic toward others’ struggles  
 
    
Voluntarily helps playmates who 
require it   
 
    
Respects others whose characteristics 
differ from him /her (sex, race etc.)  
    
Often feels concern for those who are 
sad 
 
    
Sometimes finds it difficult to see things 
from others’ point of view  
    
When he/she notices a peer suffering 
does little/nothing to help  
    
Is kind to others  
 
    
Shows kindness to self  
 
    
Self-regulation/Focus 
Is able to control his/her temper  
 
    
Waits his/her turn during activities  
 
    
Gets upset easily  
 
    
Gets distracted by little things  
 
    
Gets fidgety after a few minutes if 
required to sit still  
    
Can concentrate on one thing at a time  
 
    
 
           Indicate how frequently you have observed your child engage in the following actions.  
Prosocial Behaviour Never Rarely Sometimes Often Frequent
ly 
Other children seek your child out to 
involve him/her in activities  
 
     
Uses free time appropriately  
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Shares laughter with peers  
 
 
     
Compromises with peers when a 
situation calls for it 
 
 
     
Initiates conversation with peers   
 
 
     
Listens carefully to adult instructions 
and directions  
  
 
     
Displays independent study skills where 
appropriate   
 
 
     
Appropriately handles aggressive 
behaviour from others (e.g. walks away, 
seeks assistance)  
 
     




     




     




     
                  
 
           Indicate how frequently you have observed your child engage in the following actions. 
 
 
Social Competence Not at 
all 




Your child can accept things not going 
his/her way  
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Your child thinks before acting  
 
 
     
Your child resolves problems with 
friends or brother and sisters on his/her 
own  
 
     
Your child can calm down when excited 
or all wound up  
 
     
Your child does what he or she is told to 
do  
 
     
Your child is very good at understanding 
other people’s feelings  
 
     
Your child controls his or her temper 
when there is disagreement  
 
     
Your child shares things with others  
 
 
     
Your child listens to others’ points of 
view  
 
     
Your child can give suggestions and 
opinions without being bossy  
 
     




Survey questions adapted from: 
Chi, B., Jastrzab, J. and Melchior, A., 2006. Developing indicators and measures of civic outcomes for elementary school 
students. Baltimore: The Center for Information and Research on Civic Learning and Engagement. Changes were made to 
this scale. 
Conduct Problems Prevention Research Group. Parent - Social Competence Scale. 1995. Retrieved from the Fast Track 
Project Web site, http://www.fasttrackproject.org  Changes were made to this scale. 
McConnell et al. as cited in Dahlberg, L.L., Toal, S.B., Swahn, M.H. and Behrens, C.B., 2005. Measuring violence-related 
attitudes, behaviors, and influences among youths: A compendium of assessment tools. Atlanta: Centers for Disease Control 
and Prevention, (Report). Changes were made to this scale. 
Novak, S.P. and Clayton, R.R. 2001 as cited in Tawana, B. and Moore, K., 2010. Assessing self-regulation: A guide for out-of-






Teacher Pre-Survey: Mindfulness Curriculum Intervention 
 
Teacher Name:      ________________________  _________________________ 
Date:     ________________________          Class: ______________________________________ 
Tick the box that matches where 5 is the most true and 1 is the least true. 
 5 (most) 4 3 2 1 (least) 
I am familiar with the term mindfulness 
 
 
     
I practice mindfulness in my daily life 
 
 
     
I believe mindfulness should be added to the 
preschool curriculum 
 
     
I believe children in Hong Kong need to learn 
skills to improve their well-being.  
 
     
I believe it is important for preschools to teach 
children mindfulness skills.  
 
     
I believe that mindfulness training can help my 
students. 
 
     
I believe my students need help with focus  
 
 
     
I believe my students need help showing 
kindness 
   
 
     
I believe my students can relax easily  
 
 
     
I believe my students show prosocial behaviour  
 
 
     
I believe that Hong Kong students experience 
higher levels of stress than students in Western 
countries.  
     
I believe preschool children should learn to 
manage their emotions  
 




Tick the box that is closest to the correct percentage of your class. 
 all     half     none 
 100% 90% 80% 70% 60% 50% 40% 30% 20% 10% 0% 
What percentage of 
your class currently 
show mindfulness 
characteristics?  
           
What percentage of 
your class currently 
show kindness 
towards others?  
 
           
What percentage of 
your class currently 
focus well on 
activities such as 
circle time or small 
group time?  
 
           
What percentage of 
your class can 
manage their 
emotions well?  
 











Parent Post-Survey: Mindfulness Curriculum Intervention 
Parent Name: ________________________________  Class:_________________ 
 
Child’s Name________________________________    Date: ____________________________ 
 
       1. Tick the box that matches where 5 is the most true and 1 is the least true.  
 1 
(least) 
2 3 4 5 
(most) 
I believe the mindfulness curriculum was 
beneficial for my child 
     
I would like my child to have more 
opportunities to learn mindfulness  
     
           
          2.Tick the box that matches the frequency. How frequently does your child exhibit the described skill or  









1. Concern for others/Empathy/Kindness 
Shares toys and materials with others    
 
   




   




   
Respects others whose characteristics differ 
from him/her  (sex, race)  
    




   
Sometimes finds it difficult to see things from 
others’ point of view  
    
When he/she notices a peer suffering does 
little/nothing to help  
    




   




   
S    2. Self-regulation 
Is able to control his/her temper   
 
   
Waits his/her turn during activities   
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Gets distracted by little things   
 
   
Gets fidgety after a few minutes if required to 
sit still  
    
Can concentrate on one thing at a time   
 
   
 
 
          3.Tick the box that matches the frequency. How frequently does your child exhibit the described skill or  
         behaviour?  
 
 
3.  Prosocial Behaviour Never Rarely Sometimes Often Frequently 
Other children seek your child out to 
involve him/her in activities  
     
Uses free time appropriately     
 
  
Shares laughter with peers    
 
  
Compromises with peers when a 
situation calls for it 
   
 
  
Initiates conversation with peers     
 
  
Listens carefully to adult instructions 
and directions during class 
     
Displays independent study skills 
where appropriate   
     
Appropriately handles aggressive 
behaviour from others (e.g. walks 
away, seeks assistance)  
     




    




    
Attends to assigned tasks  
 
    
4. Social Competence Not at 
all 
A Little Moderately 
Well 
Well Very Well 
Your child can accept things not going 
his/her way  
 
 
    
Your child copes well with failure   
 
    
Your child thinks before acting   
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Survey questions adapted from: 
Chi, B., Jastrzab, J. and Melchior, A., 2006. Developing indicators and measures of civic outcomes for elementary school 
students. Baltimore: The Center for Information and Research on Civic Learning and Engagement. Changes were made to 
this scale. 
Conduct Problems Prevention Research Group. Parent - Social Competence Scale. 1995. Retrieved from the Fast Track 
Project Web site, http://www.fasttrackproject.org  Changes were made to this scale. 
McConnell et al. as cited in Dahlberg, L.L., Toal, S.B., Swahn, M.H. and Behrens, C.B., 2005. Measuring violence-related 
attitudes, behaviors, and influences among youths: A compendium of assessment tools. Atlanta: Centers for Disease Control 
and Prevention, (Report). Changes were made to this scale. 
Novak, S.P. and Clayton, R.R. 2001 as cited in Tawana, B. and Moore, K., 2010. Assessing self-regulation: A guide for out-of-
school time program practitioners Research to Results. Changes were made to this scale 
Your child resolves problems with 
friends or brother and sisters on 
his/her own  
     
Your child can calm down when 
excited or all wound up  
     
Your child does what he or she is told 
to do  
 
 
    
Your child is very good at 
understanding other people’s feelings  
     
Your child controls his or her temper 
when there is disagreement  
     
Your child shares things with others  
 
     
Your child listens to others’ points of 
view  
 
     
Your child can give suggestions and 
opinions without being bossy  





Teacher Post Survey: Mindfulness Curriculum Intervention 
 
Teacher Full Name:      ______________________________School_  _________________________ 
Date:     ________________________          Class: ______________________________________ 
 
Tick the box that matches where 5 is the most true and 1 is the least true.  
 5 (most) 4 3 2 1 (least) 
I practice mindfulness in my daily life  
 
 
     
I believe mindfulness should be added to the 
preschool curriculum  
 
     
I believe children in Hong Kong need to learn 
skills to improve their well-being  
 
     
I believe it is important for preschools to teach 
children mindfulness practices  
 
     
I believe that mindfulness training helped my 
students improve their well-being  
 
     





    





    





    





    
I believe preschool children should learn to 
manage their emotions  
 
     
I believe the mindfulness training was beneficial 
to my class  
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I would like the mindfulness training for 
students to be included in the school curriculum 




    
 
 Tick the box that matches the closest correct percentage of your class. 
 100% 90% 80% 70% 60% 50% 40% 30% 20% 10% 0% 
What percentage of 
your class currently 
show mindfulness 
characteristics?  
           
What percentage of 
your class currently 
show kindness towards 
others?  
 
           
What percentage of 
your class currently 
focus well on activities 
such as circle time or 
small group time?  
           
What percentage of 
your class can manage 
their emotions well?  
 


















Table 20: Initial Interview structure for Parent Pre-Interviews 
I noticed from the survey data there is a range of knowledge and practice of 
mindfulness among the parents in the schools.  
Could you share your ideas about this question?  
For those that practice what does that entail? 
Does your child practice mindfulness? 
If so, how would you say they do that?  
Let’s talk about what you would like your children to learn at school.  
What is most important for you and why?  
Do you believe that children in Hong Kong experience more stress than in 
Western countries?  
Why do you think that is?  
What contributes to this stress?  
Do you think that schools play a role in reducing this stress, if any? 
How many activities is your child registered in after-school? How do you choose 
the activities? 
Do you think preschools should teach how to improve well-being? 
What would be your focus and why?  
How to be kind? How to focus? Self-regulation? Empathy and concern for others? 
Which of these is most important and why?  
What would you like to see happen in Hong Kong in terms of children’s well-
being? What part do preschools, schools, parents and government play? What 










Table 21: Initial Interview structure for Teacher Pre-Interviews 
I noticed from the survey data there is a range of knowledge and practice of 
mindfulness among the teachers in the schools.  
Could you share your ideas about this question? If you practice when did you start 
and if not do you have any interest in doing so?  
What concerns do you have about implementing the mindfulness curriculum? 
What ideas did you learn in the teacher training that you would like to implement? 
How do you think this new curriculum idea will develop in your school? 
 
Let’s talk about what you would like your students to learn at school.  
What is most important for you?  Why? 
Do you believe that children in Hong Kong experience more stress than in 
Western countries?  
If so, why do you think that is?  
What contributes to this stress?  
Do you think that schools play a role in reducing this stress? If yes, how? If no, 
why not? 
How do you perceive the well-being of you students? Why? 
When we talk about your class, please give me some ideas or examples of how 
you class can and cannot focus, be kind, self-regulate, show concern for others  
Do you think preschools should teach how to improve well-being? 
 What would be your focus and why?  
How to be kind? How to focus? Self-regulation? Empathy and concern for others? 
Which of these is most important and why?  
What would you like to see happen in Hong Kong in terms of children’s well-







Table 22: Initial Interview Structure for Parent Post-Interviews 
 Could you share your ideas and thoughts about the curriculum intervention? 
What did you like or dislike about it?   
Would it be beneficial to continue with this programme next year? Why or why 
not? 
Did you notice any changes in your child during this intervention?  
Did you child discuss anything about the curriculum with you?  
Are there any changes you would like to see in this programme? 
Did you use the parent cards? If so, were they helpful?  
If not, was there a particular reason why you did not use them? 
What else would you as a parent like to see to be more involved if this curriculum 
ran in the future? 
Did you notice any difference in the following areas of well-being with your child? 
Focus and attention, Kindness, Self-regulation, Showing concern for others  
What would you like to see happen in Hong Kong in terms of children’s well-
being? 
When we discussed student stress in the first meeting, many discussion points 









Teacher Post-Interview Questions 
 Table 23: Initial Interview Structure for Teacher Post-Interviews 
 Could you share your ideas about the curriculum intervention?  
What did you like or dislike about it?   
Would it be beneficial to continue with this programme next year? Why or why 
not? 
Did you notice any changes in your child during this intervention? 
Did you child discuss anything about the curriculum with you?  
Are there any changes you would like to see in this programme? 
Did you use the parent cards? If so, were they helpful?  
If not, was there a particular reason why you did not use them? 
Did you notice any difference in the following areas of well-being with your child? 
Focus and attention, Kindness, Self-regulation, Showing concern for others  
What would you like to see happen in Hong Kong in terms of children’s well-






Excerpts of MindBE Curriculum Guidance Given to Teachers 
 
Teacher Guidance for the MindBE Curriculum trial 
The curriculum is run over 6 weeks and you will be doing 3 lessons per week which 
take between 15-20 min with additional 30 minutes per week allowed for to 
complete the art or additional reflections from the first three lessons. There are 
several assessments to be completed at the start and end of the curriculum as well 
as four journal entries.  
Journal entries will follow the schools normal drawing/writing and scribing protocols 
and be completed in weeks 3,4,5,6 of the curriculum. 
Assessments – there will be one individual and one whole class measurement 
during this 6-week implementation. 
Assessment 1- Week 1 and Week 6 as part of the assessment for this curriculum 
offer children the opportunity to share stickers. Measure and note the number of 
stickers shared per each child. To complete this assessment, after pairing up the 
children randomly, one child in the pair should receive a bag with ten stickers inside 
(these will be provided to you by your Head teacher). Ask the students to share with 
their friend in whatever proportion they want, explaining they can keep them all, or 
given the all or divide them however they want. Teachers note the number of 
stickers the child gave to their friend on your tracking form.  You can repeat this 
activity over the first week until all children had given their stickers out as they 
wished. You will repeat this activity in week 6 and note the new numbers of stickers 
shared by each child.   
 
Assessment 2- Week 1 and Week 6 In your circle time, ask the class to list all the 
acts of kindness they can think of, create a list on poster paper or on the board and 
brainstorm until the children run out of ideas. (Teacher acts as scribe). Tally the 
number and input it on the kindness acts chart. Repeat this in week 6 and note the 


















Mindful moments are the informal moments of mindfulness you share throughout 
the day. These are especially important, and in fact may be more important than the 
actual lessons. Each teacher, student and class are unique so how you build in your 
mindful moments will be different, but the sheet below will give you some ideas. 
Mindful moments show that you as a teacher or assistant teacher are embodying 
mindfulness yourself. It is about noticing your own reactions and creating those 
pauses before overreacting or doing something you wish you hadn’t. It’s about 
helping build the habit and muscle of being mindful in yourself and your students.  
Remember is mindfulness is about being – yes sometimes we do, but being is the 
essence, it’s how you show up each day for the students in your class. As we know 
students mimic what they see and learn from how we are rather than what we say 
much of the time, so your own practice will be very crucial in being a mindful 
teacher!  
Here are a few ideas to create mindful moments throughout the day! 
 The Pause - several times throughout the day just take a pause with the 
children.  You might remind the children to notice sounds or to take a breath. 
This is a great way to bring calm and focus to your classroom after an 
energetic period, such as PE or dancing and at the start and end of the day. 
 
 Habits – create mindful habits in your class, for example, you might ring the 
bell to start the day, refocus attention or at any other period you feel suitable. 
Decide together with the children what the bell will mean and create a habit 
of using it. 
 
 The Breath- It is often a wonderful tool to just stop and take a breath, when 
things are overwhelming, when things get messy, at the start of a new 
activity, to open and close your circle and other times you feel suitable. 
Create breaths such as breathing in smells, breathing out to cool -e.g. with 
pretend soup or use animals so breath in like lion and out with a roar etc be 
playful and help children develop their own favourites. 
 
 Break time- When taking children to the toilet this can also be a time to be 
mindful. Ask the students to notice how the soap feels on their hands, how 
the water feels running through their fingers for example. For yourself, you 
250 
 
might take this time in your own break to just breath and focus on the present 
moment too. 
 
 Transitions- These are great times to take a mindful moment with the class. 
Set an intention like let’s feel our feet on the ground and walk silently and 
mindfully or pick something to notice- did you notice any smells? Any noises 
etc… 
 
 Mindful Walks- If you have an outdoor area, going for a mindful walk with the 
children is a great way to promote noticing- notice sounds, things they see 
and smell…. 
 
 Activate the parasympathetic nervous system -ask the children to give 
themselves a hug, hold their own hand or rub their arms and teach them this 
is a great self-soothing ritual and it is equally as good for teachers! 
 
 Reminders – sometimes just having a reminder object is enough to bring 
about a mindful pause or remember to take a breath- I like to carry a stone- 
yes just any stone in my pocket and when I feel it, it reminds me to take a 
breath or come back to the present. Children can hold a small object in their 
pocket or on their desk for such things. 
 
 Using the mindful movement cards provided during play time or physical 
education practice some of the moves at the start or end of the lessons until 
this becomes routine.  
 
 Share when you feel frustrated or overwhelmed and show the children how 
you rebalance or ground yourself with your breath. For example, oh dear I 
can feel myself getting tense because I am worried, we have a lot to do. Can 
you all help me to take a breath and settle myself down again? 
 
 Calming jars- you can create these in art or on your own with clear jars, 
glitter, glue and water or use snow globes. Show children how our feelings 
can be all mixed up like when we shake it and watch the glitter or snow sink 
and calm. This can be used as a class or with individual students. 
 
 Create a calm area or box in your classroom which is a quiet place. Place 
some of the following items mindful books, earphones with soothing sounds, 
lavender eye patches, comfortable seating, colouring in with detailed 
pictures, calming jars, a fish tank, Hoberman sphere, bean bags or sensory 
balls, timers, breathing prompts etc… allow children to visit during the day.  
 








To use our senses to notice details about our food 
To practice thinking about where food comes from and be grateful for the food we 
have and the people who helped to bring it to us 
To monitor when we are full 
 
During snack time use this to practice meeting the lesson objective above. 
Use any or all of the ideas on this sheet to bring about a mindful eating 
environment during snack time. Try to do this at least twice a week during 
snack time. 
 Ring the mindfulness bell and take a deep breath in and out with the 
students. Tell the children today we are going to practice mindful 
eating. Explain that sometimes we may eat unmindfully by eating our 
food extremely fast. What happens? Yes, we might get a tummy ache! 
Eating mindfully means we pay attention while we are eating. Discuss 
how we know when we are full or still have room to eat. Let the 
children practice eating slowly and mindfully and then ask them to 
share anything they noticed. 
 
 Give each student a raisin or slice of fruit. Ask them where they think 
the fruit came from. Examine the fruit closely. Look at all the lines and 
wrinkles on the fruit or raisin.  Next, smell the fruit or raisin, raise it to 
the nose and take a deep breath in. Imagine this little raisin used to be 
a grape or a seed in case of fruit (show photo or pictures). Now ask 
the children to put the fruit raisin in their mouth and let it sit inside, 
really taste it and move it around in their mouth. In a circle discuss 
what you noticed about the raisins or fruit. How did it feel, how did it 
taste? Did the children like it or not?  You can do this activity with any 
of the snack food provided by your school. 
 
 At the end of the day, remind students of this mindful eating activity 
and ask them to try eating mindfully at home so that they can share 
their observations the next day. Then the next day, share an 
observation about something you ate as an example before asking 
students to share their thoughts. 
 
 Before eating at snack time discuss the food and how it might have 
been grown and who might have helped in that process. Think about 
how nature provided the sun and rain and soil for the food to grow (if 
appliable) and how the farmers then harvested the food. Discuss how 
the food might have then travelled from the farm to the shop and then 
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to your school. Who at the school then helped to prepare the food?  
Discuss and show appreciation for each of these steps and help the 







Lesson 1: Our Breath 
Lesson Objectives 
To be able to notice our breath 
To be able to practice different breathing techniques 
To introduce the words mindfully and breath 
 





Gather in a circle. Ask children to sit mindfully, that means sitting up straight and 
paying attention. Model different ways of sitting e.g. mindfully and then slouched over 
etc.… Practice with the children sitting mindfully. 
Read the story ‘What does it mean to be Present’. Discuss, ‘what it means to be 
present’ with the children.  
Ask the children if they know what their breath is? Explain that breathing brings air in 
and out of our lungs. Show a picture of lungs. Explain that our lungs with our breathe 
can help us to be present inside ourselves. Point to our lungs on the body. Model the 
breath by breathing in deeply and breathing out deeply. Ask the children if they can 
do the same. Repeat a few times.  
At the start, with breathwork, start slowly. For 2-3-years-olds -max 30 seconds, 4-
year-olds max 40 seconds, and 5-year-olds max 50 seconds…. each week we will 
add 5-10 seconds over the curriculum. Adjust based on the needs of your class. 
 
Activity 
Ask children to look at the Hoberman sphere. Show the children how it is like 
breathing and how our lungs go in and out like the sphere does. Ask the children to 
hold the spheres (ideally one per child but you could pass one around). 
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Practice with Various Breath activities- these will be used throughout the curriculum. 
Choose one or two a day and encourage children to create their own too! 
1.  Imagine they are smelling in the lovely scent of a flower and then blowing off 
a dandelion. Repeat several times. 
2. Breath in as though you are smelling a cup of hot cocoa and the blow out 
cooling the cocoa off 
3. Use bubbles to breath in a deep breath and then exhale and blow the bubbles. 
Experiment with how the bubbles change as you breathe deeper or shallower 
breaths 
4. Use your hand and fingers to trace the breath, up the thumb breath in and 
down the other side of the thumb breath out, up the index finger breath in and 
down the other side breath out and continue across all fingers – this can be 
called finger breathing or star fish breathing 
5. Lie on the floor and place a stuffed toy on your belly, notice your breathing, 
breath in and out and try to keep your stuffed toy from falling off. 
 
Closing 
Ask the children how they felt when trying the different breathing exercises. Did they 





Lesson 2: Quiet and Sound 
Lesson Objectives 
To be able to listen for sounds in our environment 
To be present in silent moments 
 




Gather in a circle. Ask children if they remember the many different breaths we 
experienced in our previous lesson. Ask if they remember using our breath to smell a 
flower and blow a dandelion (model this and show images or real objects if possible). 
Use the Hoberman sphere to allow children to follow their breath 3 times. Repeat any 
favourite breaths from last lesson 
Ask the children if they were able to think of any fun breaths themselves? Explain that 
today we are going to see what we can notice when we pay close attention and are 
very quiet and still! Ask the children to guess what they think we might hear and create 




Point to our ears and ask the children what we use our ears for. Ask the children to 
listen carefully and see if they can hear any sounds in the classroom. Can you hear 
anything? - breathing, rustling, people walking, other classrooms? Ask the children to 
put their hands on their hearts-can they hear their own hearts beating? Next, show 
children the bell or chime. Tell children you are going to ring the bell and you want 
them to listen until it stops ringing. Ask them to raise their hand when they can’t hear 
it anymore. Have a few children volunteer to ring the bell and practice again. Try it 
with eyes open and then with eyes closed.  
In your circle show the children the tambourine. Ask what it is. Pass the tambourine 
around the circle silently and carefully. After, ask the children what they noticed when 
the tambourine was going around. If children become restless in this process add in 





Ask children to recount the sounds they heard when they were quiet and still. Look at 




Lesson 3: Bubble Breath 
Lesson Objectives 
To notice the difference between long and short breaths. 
To be aware of the breath. 
To notice and name colours in the bubbles.  
To be present. 
To move mindfully 
 
Materials needed: Bubbles and bubble wands for all children. 
Lesson Plan 
Introduction 
Gather in a circle. Ask the children to close their eyes if they wish or to look at the 
floor Ring the mindfulness bell and listen. Raise hands once no more sound can be 
heard. Ask the children if anyone tried to listen for sounds at their home? Did they 
hear anything? 
Ask the children if they have ever blown bubbles before. Ask the children to 
describe blowing bubbles--how do you do it? What do you see? Talk partners is a 
great way to develop this conversation, where one child explains to the other. Use a 
Hoberman Sphere to model our lungs going in and out, in and out. Use it as a guide 
to develop their breathing skills. Pass the sphere around for children to try it out. 
Ideally leave 5-6 Hoberman spheres in your play areas for play later on. 
 
Activity 
Go outside (if possible) or to a large open area and practice playing with blowing 
bubbles using your breathing techniques. Take deep breaths in and then blow out the 
bubbles. Play a variety of bubble games. Dip a wand into a bottle of soap bubble 
water. Holding the bubble wand about 4 inches from the children’s mouth. ask the 
child to breathe in through the nose to the count 1…2…3. Then breathe out through 
the mouth to the bubble wand – 1.. 2..3. Regulating our out-breath is far harder than 
regulating in-breath. At first, the children will most likely see many small bubbles. Be 
playful and chase the bubbles and have fun. Ask, “What colours did you see in that 
bubble?” All the colours in the spectrum are in each tiny bubble. Go back to the wand. 
Breathe in with the children 1…2…3. Let the children breathe out to the wand – 
1…2…3. What colours did your child see now? Go back again. Ask the children to 
blow long and slowly and watch as bigger bubbles appear. As the children master the 







Ask the children how they felt when they were blowing bubbles. They might say 
happy, calm, relaxed or other ideas. Ask the children to share any ideas or things 
they noticed about blowing bubbles e.g. longer, slower breaths produce bigger 
bubbles. Offer bubbles in free play time. Introduce a mindful posture from the 










































Lesson 4: Being Kind 
Lesson Objectives 
 
To be able to describe being kind. 
To be kind to others. 
To notice and pay attention to how being kind makes us feel. 
 
Materials needed:  




Gather in a circle. Ring the mindfulness bell and ask children to close their eyes and  
listen until they can’t hear the bell anymore. Next, practice your breathing from your 
favourites so far, your bubble activity or other breathing you have done. Ask the 
children what being kind means. Write the answers on a flipchart. Read the story 
“What Does It Mean to Be Kind?” add any new ideas to your list.  
Review the list of kind ideas together. 
 
Activity 
Create a kindness plant or tree. You can use a real plant (large) or create one with 
paper. Each time the children see or do something kind let them write or draw on a 
leaf and add it to the kindness plant. Spend one or two 
minutes a day reviewing all the kind ideas added to the plant. Send home a leaf and 
ask the parent to also help their child write one kind thing they did at home on the 





Explain that sharing is one way to be kind. Think about different ways to share 
things. Give the children various items and ask them to share them with friends. At 
snack time ask the children to share the food. Explain how when we share, we are 
giving, then ask the student how that makes them feel? Children might indicate they 
feel good, happy or caring, for example. Write these words and post them in your 
classroom under a sign that says, “Sharing makes us feel....”. This activity is a good 
one to keep ongoing throughout your time together along with your kindness tree as 
it can bloom into something really special. 
 
Closing 
Review the different things we can do to be kind. Go around the circle and let each 
child say one thing about being kind or do talk partners and share ideas on being 
kind. In the corners leave materials to plan a kind activity for someone in need or 
someone who works at the school. For example, you might encourage children to 
write a thank you letter to the janitor or hold the doors open for parents who are 
collecting children. Explain that kindness spreads by being kind and even small acts 








To notice sensations in the body 
To describe how the body feels 
To play with attention 
 
Materials needed:  
Bell or Chime 
Lesson Plan 
Introduction 
Gather in a circle. Ask the children to listen to the bell with their eyes closed. Raise 
their hands when they cannot hear the bell anymore.  
Practice breathing by introducing finger breathing. Hold up a hand and practice 
following/tracing the fingers up to breath in, and down to breath out. Trace the whole 
hand for 5 breaths in and out. Repeat a few times. Tell the children that today we 
are going to pay attention to our bodies and the different feelings inside our bodies 
and see what we can notice. 
 
Activity 
Ask the children to stand up and make a circle. This can be forward or outward 
facing. Shake out the body. Then stand still. As the children how it feels in your 
body? Then ask the children to start at the top of their head and think about how it is 
feeling, is it light or heavy? What do they notice about how their head is feeling? Are 
their ears hearing noises? Can they hear their classmates breathing? How about 
their mouth is it dry or wet? Move down to the neck and shoulders. Shake our 
bodies out and be still again.  
Ask them to relax their neck and shoulders, do some neck rolls and shoulder 
shrugs. How does that feel? Travel down the body, put their hands on their heart, 
can they feel it beating? Wriggle the arms out - what do their arms feel like? Does it 
tingle or feel limp or strong? Move down to the stomach. Notice any sounds or 
feelings? Does the stomach feel tight or relaxed? Can they hear any noises? Are 
they hungry? Shake out our body again.  
Now ask the children to take a deep breath and relax their body. Next, move to the 
legs. Notice how they feel. Relax, then do a few bends and squats to help them 
relax. Lastly, feet and toes, wriggle and move them and feel relaxed. Now wriggle 
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your whole body. Discuss what the children noticed about their bodies. Is it hard or 
easy to be still? Practice wriggling then being still a few times. Can we notice 
anything inside ourselves when we are still? Keep this short and playful. Include lots 
of shaking out and movement so children are engaged. 
 
Closing 
Finish the session with the mindfulness bell again and on an outline of a body on a 











To be able to name several emotions 
To be able to identify several emotions 
To know how to be kind to ourselves 
To know how being kind makes us feel 
 
Materials needed:  
Happy and sad cards, bell, stuffed toy or doll, kindness plant or tree 
Lesson Plan 
Introduction 
Gather in a circle. Use the mindfulness bell to signal the start of your mindfulness 
circle. Practice finger breathing. Ask they children which breaths are their favourites 
and practice some of them together. Ask children what emotions or feelings they 
can name. Make a list. Do they know what makes them happy or sad? Ask for 
examples. Give children happy and sad cards. Describe different situations and ask 
them to hold up the happy or sad cards and how they might feel. Explain it is ok to 
have any feeling. Discuss 
1. Playing with a friend 
2. Getting a hug from mommy or daddy 
3. Learning something new 
4. Breaking a toy 
5. Eating a favourite food 
Activity 
Ask the children to reflect on how we can be kind to ourselves. Look at your 
kindness plant and see the different kindness leaves on the plant. Now ask the 
children to think about how to be kind to yourself. Show the children some pictures 
and ask the children if they think the pictures shows being kind to yourself or not. 
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1. Not going to bed on time so you feel tired the next day. 
2. Eating fruits and vegetables 
3. Praising yourself 
4. Giving yourself a hug 
5. Eating too much candy 
6. Telling yourself you can’t do it 
Now try the activities that did show kindness as a group such as giving yourself a 
hug. Try to eat some fruit. Use a stuffed toy to model saying, “I am being kind to 
myself! I am eating healthy food. My body likes this! “Next, use the stuffed toy to 
model praising ourselves. Give high fives saying, “I can do it!” Ask the children to 
give themselves a hug! (wrap arms around themselves) and a pat on the back. 
Model with the stuffed toy saying “I like being kind to myself! It makes me feel good!” 
Discuss how doing these kind things for ourselves makes us feel using the emotions 
discussed at the start. 
Closing 
Remind the children we need to be kind to others, but we must also be kind to 
ourselves! 
Extension: Create a book of pictures of being kind to ourselves. Each child can 






Lesson 7: Focus 
Lesson Objectives 
To be able to focus on an object for a sustained period 
To be able to practice focusing  
To use the words paying attention, being mindful,  
 




Gather in a circle. Ask children to sit mindfully. Ring the mindfulness bell and ask 
children to listen and raise their hands when they cannot hear the bell anymore. 
Invite several children to ring the bell. 
Discuss briefly how our minds can be like the weather calm or stormy and how that 
influences our feelings. Explain sometimes this makes us not be able to focus and we 
have thoughts racing around our minds. It is a good idea to have pictures of weather 




Explain today we are going to practice focusing by playing a game with apples. 
Show children the basket of apples. Pass around several apples and ask the 
children to examine them. What do they notice? Discuss the small details that make 
each one different, the shapes, colours, bruises, stems, markings etc.…  
Give each student an apple. Explain they are going to study their apple until they 
know it very well and then they will try to find their apple again. In small groups of 2-
6 let the children choose an apple. (Younger children may have an easier time in a 
smaller group) Using a timer of 1-2 minutes depending on age and class, let the 
children examine their apples. Ask the children to put the apples in the basket on 
the centre of each table. Ask for feedback about what the noticed about their own 




Ask the children if they could find their apple again and what was hard or easy about 
doing so? Did they notice things that they hadn’t noticed before? Scribe on a big 
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Lesson 8: Building Breath Work 
 
Lesson Objectives 
To manage our breath 
To build more breathing skills 
To learn what is means to be present 
Materials needed:  
“What does it mean to be Present?”, Pinwheels (6 or enough for a small group), 




Introduce the mindfulness circle with the bell. Ask a student to come up to ring the 
bell. Practice breathing as in previous lessons using children’s favourite methods. 
Read the story again ‘What does it Mean to be Present?’ Discuss what it means and 
how we can be present in class and at home. Make a list. 
Activity 
Show the children the video, “Sesame Street Belly Breath” which can be found here: 
https://www.youtube.com/watch?v=_mZbzDOpylA and share with the children.  If 
you cannot access the video just practice belly breathing. Practice following the 
video and learning to belly breathe. Lie down and place a toy on tummies and 
practice breathing the toy to sleep with deep breathing. 
Using pinwheels practice taking deep breaths in and out and making the pinwheels 






Sitting back to back with a partner practice breathing, can you get your breathing in 
sync with each other? Discuss with the children what they noticed about the 
different types of breathing. 
Extension: Sit in a circle and ask the children to go around and share their favourite 
breathing technique or invent their own. Allow playfulness and creativity! 
269 
 
Lesson 9: Being Kind to Others 
 
Lesson Objectives 
To know ways to be kind to others 
To share loving kindness with others 
Materials needed:  
Screen and Internet.  
Lesson Plan 
Introduction 
Welcome everyone with the mindfulness bell. Place hand on hearts and practice 
breathing. Note if any children in the class are absent. If they are, explain that their 
friend is not in class today, but we can still think about them. Ask the children to 
follow you and put hands on heart and send good thoughts to your friends who are 
not at school today. If you know they are sick wish them good health or if they are 
on  
Watch the song, “Try Some Kindness:” 
https://www.youtube.com/watch?v=ZukLiEsIv0E. Discuss what being kind means. 
 
Activity 
Discuss various acts of kindness. Role play several acts of being kind, for example, 
helping someone carry something, complimenting a friend, or saying “Thank You” to 
your teacher. Write or draw how to be kind on a piece of paper and decorate it. Put 
the pieces together to make a classroom kindness quilt. Decorate the quilt and hang 
it in the classroom. For toddlers, give the attached quilt square with the word kind on 
it and they can finger paint or decorate it 
First Journal Entry Ask children to draw what does it mean to be mindful? Scribe 
what they children say as you discuss the journal entry as per our normal journal 
writing exercises. 
Closing 
In a circle take time to read/acknowledge each child’s kindness patch on the quilt. 
Acknowledge the kind thoughts the child wrote or drew. 
Extension: Send home a square and ask parents to also help to think about acts of 
kindness at home, then add these squares to the classroom quilts.  
270 
 
Lesson 10: Sensory Smelling 
Lesson Objectives 
To notice how scent can affect how we feel 
To put together a lavender jar to use for calmness at home 
Materials needed: 





Practice the breathing again using children’s favourites. Show the children some 
pictures of waves and clouds and ask how these pictures make them feel. Perhaps 
the words calm, relaxed etc may come up.  
 
Activity 
Show the children the lavender. Pass it around and smell it. Explain how it helps us 
feel calm. Make a lavender jar (follow how to make a Lavender Jar resource) as a 
demonstration and pass it around. Have each student make a calming jar with 
lavender that they can use at their desks or at home. For toddlers, prepare the jars 
for them and instead of cloth lids poke holes in the plastic lid that came with the jar. 
How to Make a Lavender Jar 
1. Give each student a non-breakable transparent jar. 
2. Place dried lavender inside. 
3. Cut out squares of thin cloth. 
4. Place the cloth on the top of the jar with an elastic band. 
 
Create jars with other calming, aromatic natural materials such as 
rosemary and peppermint (check for allergies first). 
 
Closing  
In a circle smell the different jars and notice what you smell and how it makes you 
feel. Ask the children if the smell reminds them of anything? Scribe the children’s 





Lesson 11: Emotions 
 
Lesson Objectives 
To be able to name our emotions 
To know all emotions are ok 
To learn to manage and accept emotions 
Materials needed:  
Persona Dolls Emotion fans; Book, “Meditation is an Open Sky: Bursting Emotion 




Gather in a circle. Ring the mindfulness bell. Practice breathing deeply for 3 counts. 
Ask the children about the different feelings they experience. Read the Bursting 
Emotion pages from “Meditation is an Open Sky.” Ask them if they know the words 
grateful and thankful. Explain that these are emotions that help us to feel happy.  
 
Activity 
In circle time, use a persona doll. Explain that the doll is feeling sad as her daddy is 
going away on a trip for 3 weeks. Ask the children if they have felt sad before. Share 
ideas. Explain that it is ok to feel sad and we all feel sad at times. Explain we don’t 
want to stay sad for an awfully long time, so discuss how we could cheer her up? 
Ideas such as changing your posture from hunch over to sitting up tall, smiling, 
getting a hug, dancing or talking to a friend or grownup are good ideas. Look at the 
physiology of when you feel happy vs when you feel sad and angry. How do we 
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stand, move and look? What expressions do we have on our faces? Do some mirror 
work to make different faces. 
Make paper plate faces with different emotions. Provide a range of materials and let 
the children create and make different expressions and share what they are. 
 
Closing 
Explain when we are mindful, we accept how we are feeling. If we notice, we are 
feeling sad or angry we have strategies to change our moods, but it is ok to feel 




Lesson 12: Love and Kindness Around the World 
 
Lesson Objectives 
To talk about what love means to each of us 
To appreciate the people, we love and who love us 
 




Practice breathwork using children’s favourite breaths. Discuss what love means. 
Ask the children to think about who they love and who loves them. Scribe on a 
chart. How does love make them feel? Pass around a heart shaped cushion or 
laminate a heart shape for the children to hold as they take turns with these 
questions. 
Activity 
Explain that we are going to learn how to share love with everyone. Give each child 
a heart and ask them to place it near there chest. Ask them to close their eyes and 
think about different people they love and to send them their love. If you have an 
absent classmate, you could send them love. Children may send love to 
grandparents in another country or to their friends. They can name whoever they 
would like. Next, decorate hearts to give or send to a person they love. 
 
If you have international students, ask them how to say love in their language and 
practice as a class. 
 
Closing 
In closing circle time ask the children how love makes them feel and who they love. 
They could share the art they made and who it is for and why. 
 
 
Journal Entry number 2 Ask they children to draw what does it mean to be kind in 
their journals. Scribe what they say their picture shows as per your usual journal 






Lesson 13: Calming Breaths 
Lesson Objectives 
 
To be able to feel and see our breath 
To practice stillness 
To use our breathing to relax 
Materials needed: 






Ask children to imagine they are blowing out the candles on a birthday cake. Breath 
in and blow out. Show a picture of a cake or a toy cake and practice as a class 
blowing in and then out. 
 
Activity 
Play calming music and have the children lie down 
and relax. Place a stuffed animal on their stomach and practice breathing in and 
keeping the animal on their stomachs as they did in the belly breathing lesson. Do 
this for 2-4 minutes. Play music such as 
waves, rain or meditation music you can find on YouTube. Guide the children to 
breath in and out, in and out to try to keep their toys on their chest. Ask them what 
they notice and f they could keep their toy on the stomachs. 
 
Closing 
Ask the children if anyone can describe how they felt in the lesson. Make a list of 
words (calm, relaxed, present, sleepy, etc.). 
 
Extension: If you have naptime, lead children through relaxation 




Lesson 14: More Focus 
 
Lesson Objectives 
To practice focusing on details 
To be able to recall and describe what we saw 
 
Materials needed: 
Bells, A tray with 5 to 10 objects on it and a cloth to cover it up  
 
Lesson Plan  
Introduction 
Practice making noise and being quiet with the bells. Note that many things can be 
discovered when we are quiet and focused. Explain that part of being mindful is 
being focused. Tell the children we are going to focus on some objects quietly and 
see what we notice. 
 
Activity 
Show children a tray with 5-10 objects on it. Tell them they can look at it for 30 
seconds and then you are going to cover it with a cloth. After it is covered ask who 
can remember what was on the tray. Older preschoolers can work in pairs to 
discuss with each other and make a list by drawing. Explain that is because those 
children who remembered were focusing and paying close attention! 
If toddlers or younger children have trouble following this activity, try moving objects 
from one jar to another with tongs. This also requires focus and concentration  
 
Closing 
Discuss how focusing helps us to notice details and be mindful and present. What 
did the children notice when they were paying attention? 
 
Extension: Talk about other times when children and adults have to focus, such as 
driving, as well how focus can help us really appreciate what we are doing, like 





Lesson 15 Being Grateful 
 
Lesson Objectives 
To be able to express our gratitude 
To listen to others, discuss what they feel grateful for 
 
Materials needed:  




Read the book Bear Says Thanks. Explain that when we feel grateful it means we 
are thankful. When we are grateful our brain likes it and it makes us feel happy 
inside. Ask what things we could feel grateful for? Explain we can feel grateful for 
our parents taking care of us, for having a home to live in, for being about to come 
to preschool and having food to eat as examples. Make a list of items together on a 
flipchart paper. 
Activity 
Create a gratefulness wall. Help each student to write or draw (teacher scribing if  
needed) what they feel grateful for on different shapes. Post the ideas on a wall in 
the classroom with the banner “We Are Grateful.” To create a gratefulness mosaic 
 
3rd Journal Entry Ask children to draw what does it mean to be mindful? Scribe 





In a circle have each student say what they are grateful for. Use an object such as a  






Extension: Practice saying "thank you" so that it feels natural. Try going around in a  
circle and giving children a chance to say "thank you" to someone for something  




Lesson 16: Explorers 
 
Lesson Objectives 
To be able to use our imaginations to visualize a rich natural environment 
To notice how exercise and movement makes our bodies feel 
To be mindful of our volume and how we affect other creatures in our environment 
 
Materials needed:  




Form a circle. Ring the mindfulness bell and practice listening. Practice your 
breathing doing some of the students’ favourites. Do some intense jumping or 
hopping for 30 seconds and then ask the children to place their hands on their 
hearts. How does it feel now? Can they feel it beating more strongly than at first? 
Activity 
Tell the children we are going on a safari to the jungle. Show pictures of the jungle  
and jungle animals. Tell the children we are going to have to be very mindful about  
how we walk and talk because we don’t want to scare the animals away. Provide  
some dress up items such as binoculars, caps or magnifying glasses, cameras and  
then pretend to walk through the jungle. Walk slowly and purposefully, silently and  
with intention. Can you spot an elephant or a giraffe? Tip toe quietly and try to get a  
photo!  
 
Place a range of leaves, stones or other objects somewhere during your hunt. Ask 
each student to collect one and examine it. Can they remember the small details?  
 
Closing 
Ask the children how it felt to be an explorer. In the circle ask the students to explain 
the details on their own rock or stone or leaf. In talk partners have the students 
examine the similarities and differences in their items. 
 
Extension: If there is any wildlife on your campus (even birds, insects, squirrels),  
take children outside to try exploring the environment and observing creatures.  




Lesson 17: Fresh Flowers 
 
Lesson Objectives 
To observe and be able to describe details on a flower 
To recreate the visible features of a flower in a drawing 
To focus on a task for a sustained time  
 
Materials needed:  




Remind children of our breathwork and practice favourites. Model breathing with a 
real flower. Discuss the parts of the flower and what children can notice about it. 
Activity 
Give each student a flower. Ask them to breathe in deeply and smell the flower. 
Spend several minutes observing the flower and its smell. Ask the children to notice 
the tiny details on the flower and its stems and leaves. Next, give each student a 
drawing paper and crayons. Ask them to draw their flower noting down all the small 
details they noticed in their observation. In addition to how the flowers smell and 





Share drawings and ask each child to explain what they noticed. Put all the flowers 
into a bouquet and tie with a ribbon. Discuss who we appreciate at school that helps 
us. Let the children decide who to give the flowers too and ask two students to go 






Lesson 18: We Are Kind 
 
Lesson Objectives 
To identify people in our lives and our school who support us with kindness 
To acknowledge how the kindness of others makes us feel 
To practice expressing gratitude 
 
Materials needed:  





Practice listening with the bell and raising our hands when we can no longer hear it. 
Re the story Should I Share my Ice Cream and discuss how we can share. Ask the 
children to think about someone who helps your class at school, it might be a 
cleaner, bus driver, teaching assistant or other person. Discuss how this person 
helps your class. 
Activity 
Have the children arrange the fruit they brought in a basket and help to wrap it in  
cellophane and tie it with a ribbon. Ask the children to make thank you cards to 
attach to the basket too. Invite the person to class and present the basket to them, 
have each child state one thing they appreciate about the person aloud. In a circle 





Final Journal Entry Ask children to draw what does it mean to be kind? Scribe 




Remind children to show gratitude to the people who help them each day. Discuss 
how a kind word from another person can make you feel good and how we should 







RM ANOVA showed a significant effect of training on sharing, F=278.72 (p<.001), with higher 
results after the training, regardless of the age group, F=1.00 (p=.368). Effect size for training 
was very high (η2=0.50) (Table). 
 
RM ANOVA for training and age effect on sharing 
 
 Age 3 (n=122) Age 4 (n=97) Age 5 (n=68) ANOVA 
 Before After Before After Before After Training η2 Training x 
age 
η2 











RM ANOVA showed a significant effect of training on kindness, F=109.63 (p<.001), with 
higher results after the training, with no interaction of the age group, F=1.20 (p=.322). Effect 
size for training was very high (η2=0.84) (Table). 
 
RM ANOVA for training and age effect on kindness 
 
 Age 3 (n=10) Age 4 (n=7) Age 5 (n=7) ANOVA 



































Parents’ Pre and Post Test Data 
 
RM ANOVAs for training and group effect on parents’ results 
 
 
Waitlist Group (n=73) No 
Intervention 
Intervention Group (n=278) Experienced 
Intervention 
ANOVA 






























*statistically significant; results presented as M (SD) 
 
 
Graph 24: Concern for Others Graph 25: Self-Regulation 




Teachers’ Pre and Post Data 
RM ANOVAs for training and group effect on teachers’ results 
 Waitlist Group (n=15) No 
Intervention 
Intervention Group 1 (n=47) Experienced 
Intervention 
ANOVA 




Mindfulness 41.13 (11.25) 56.67 (7.24) 42.39 (14.01) 58.04 (10.46) F=81.07 
(p<.001)* 
0.60 F=0.01 (p=.926) 0.00 










Emotions 60.67 (11.63) 66.67 (11.75) 58.26 (16.37) 69.35 (13.57) 
F=30.42 
(p<.001)* 
0.34 F=2.69 (p=.106) 0.04 
*statistically significant; results presented as M (SD) 
 
Graph 28 What percentage of your class 
currently show mindfulness characteristics? 
Graph 29 What percentage of your class 
currently show kindness towards others? 
Graph 30 What percentage of your class 
currently focus well on activities such as 
circle time or small group time? 
Graph 31 What percentage of your class 
can manage their emotions well? 
 
 
 
